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ABSTRACT 
The purpose of this study was to investigate issues of consistency and change in 
parenting behaviors and children's outcomes over time, and, prospectively, the nature of the 
relationship between parents and children's acadenuc achievement. Both &mily status and 
family processes were included in the conceptual model. The model investigated how these 
&ctors affected parenting behaviors, and how, in turn, these behaviors influence children's 
attributes and their academic achievement. Pearson correlations and MANOVAs were used 
to explore consisten(^ and change in parenting behaviors and children's outcomes over time. 
Structural equation modeling was utilized to elucidate the e£fect of family status and family 
processes on adolescent academic achievement. The correlational results showed that 
parental behaviors were quite stable across time as were children's academic orientation, self-
esteem, social adjustment, and academic achievement. Few changes occurred in parenting 
behaviors and children's outcomes over time. The prospective longitudinal findings indicated 
that parental education had direct and indirect effects on children's academic achievement. 
Father's educational level did affect paternal nurturance behaviors, but no relation was found 
between mother's education and nurturant parenting. Unexpectedly, both parental depression 
and parental marital happiness had no effects on nurturant parenting. Parental nurturance 
behavior had an indirect effect on children's academic achievement through children's 
academic orientation. Gender differences were revealed in some parent-child dyads in the 
present study. Implications for parents and educators and suggestions for future research 
were addressed. 
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CHAPTER 1. INTRODUCTION 
Parental influence on a child's behavior and development has been of paramount 
interest to developmental psychologists for decades ^laccoby & Martin, 1983). In general, 
supportive, involved parents have children with high self-esteem, academic success, positive 
psychological adjustment, social skills, and strong cognitive abilities. On the other hand, the 
absence of parental support has been found to be linked with delinquent behaviors and other 
negative developmental outcomes (Maccoby & Martin, 1983; Peterson & Rollins, 1987; 
Rollins & Thomas, 1979). 
Children's academic achievement has been documented to be influenced by many 
family factors (Christenson, Rounds, & Gom^, 1992). Three research paradigms, the social 
status paradigm, the family process paradigm, and a synthesis of these two research 
paradigms, have been discussed and examined in the research on influences of &mily Actors 
on children's academic achievement. Apparently, a synthesis of the social status and family 
processes paradigms proved to be a better method ui the &mily research (Lam, 1997). 
Therefore, this study will use the synthesis of social status and &mily process paradigms to 
explore the impact of parental influences on children's academic achievement. 
Baumrind has proposed three parenting styles and their effects on preschool, school-
age children's and adolescents' cognitive and social development (Baumrind, 1971; Baumrind, 
1973; Baumrind, 1991a; Baumrind, 1991b; Baumrind & Black, 1967). Using the same 
typology of parenting styles, Dombusch, Ritter, Leiderman, Roberts, and Fraleigh (1987) 
have extended Baumrind's typology to a large and ethnically diverse sample of adolescents. 
The results of these studies showed some connections between certain parenting styles and 
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children's outcomes, e.g., the preschool children of authontarian parents had low levels of 
independence and social responsibility; at ages 8 and 9, both male and female offspring of 
authoritative parents were high in social and cognitive competence (Baumrind, 1971, 1973). 
For the adolescents, the finding indicated that authoritative parenting is related to higher 
school grades, and that authoritarian and permisnve parenting are associated with lower 
school grades Q^ombusch et al., 1987). The authors also identified cultural differences in 
parenting style's influence on children's outcomes. For example, Dombusch et al. (1987) 
found that within the Asian-American group, authoritarian parenting was the strongest 
predictor of grades; in contrast, the other parenting indices were not significantly related to 
grades. For the Afiican-American group, no parenting index was significantly associated with 
grades. 
Despite increasing knowledge of the relations between parenting styles and children's 
developmental outcomes, little is known about how specific parental behaviors are related to 
children's outcomes. Most research on parenting behavior and academic achievement has 
looked at global parenting styles. When the components of parenting styles are considered 
separately, Steinberg, Elmen, and Mounts (1989) found that each of three dimensions of 
authoritative parenting—^acceptance, psychological autonomy, and behavioral control—made 
independent contributions in predicting adolescents' grade point average. In their follow-up 
study, Steinberg et al. (1992) indicated the importance of examining specific concrete 
parenting behaviors of the parenting style and their developmental effects. Thus, the present 
study will explore the nature of the relationship between specific parental behaviors such as 
parental nurturance, monitoring, and strictness and children's academic achievement. 
It is common for researchers to assume that parental behaviors change rather markedly 
as children mature. Continuity and change in parenting behaviors is an interesting topic in the 
parenting literature. Some theorists assume that parents exert less control, use less 
supervision, and emphasize more autonomy and achievement as their children grow 
(Maccoby, 1980; Robeits, Block, & Block, 19S4). Thus, the present study will examine 
consistent and change in maternal as well as paternal behaviors over time. 
Much of the previous research has focused only on the influence of one parent or has 
treated the two parents as a single unit. One example is Baumrind's (1971) work in which 
maternal and paternal parenting styles were combined and collapsed into typologies. 
However, some of the past research indicated that mothers and fathers have specific influences 
on their adolescent daughters and sons (Steinberg, 1990). For example, research shows that 
mother-son and father-son interactions are differently related to a son's social, emotional, and 
academic competence (Feldman & Wentzel, 1990; Radin, 1972, 1973). These dififerences 
suggest the importance of distinguishing between the two parents in the research on parental 
influence. Thus, maternal behavior versus paternal behavior will be discussed separately in 
this study. 
Given that there is a link between parenting and child's academic achievement, 
research has tried to identify the mechanisms through which parental behaviors translate into 
children's academic achievement. In the study by Steinberg et al. (1989), the relation between 
authoritative parenting and children's academic achievement was mediated through the child's 
work orientation, self-reliance and identity. Parenting style influenced a child's work 
orientation, but it was the attitude toward work orientation that directly affected a child's 
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school performance. In their later study, Steinberg et al. (1992) examined the mediating role 
of parental variables such as parental educational encouragement and parental school 
involvement in the relation between parenting styles and children's academic performance 
(Steinberg, Lambom, Dombusch & Darling, 1992). DeBaryshe, Patterson, and Capaldi 
(1993) conducted a similar study of the relation between parental discipline and children's 
academic achievement; th^r investigated the mediating roles played by the child's level of 
antisocial behavior and the child's engagement in learning activities. The results of DeBaryshe 
et al.'s (1993) research indicated that ineffective discipline had a direct and negative effect on 
boys' seventh-grade academic engagement. These boys' seventh-grade academic 
engagement, in turn, had a direct and positive effect on eighth-grade academic achievement. 
Wentzel, Feldman, and Weinberg (1991) and Wentzel and Feldman (1993) had investigated 
the mediating role of a child's social-emotional variables in the relationship between parental 
behavior and children's motivation to achieve at school. The results of Wentzel et al.'s (1991) 
study showed that sons' self-restraint and emotional adjustment partly explained the relation 
between parenting and academic achievement. In a similar vein, the present study proposes 
that parental behavior wields an indirect effect on children's academic achievement. In the 
present study, the mediating roles played by the children's academic orientation, or children's 
self-esteem in the relation between parenting behavior and children's academic achievement 
are investigated. 
In addition to parental influences on children's academic achievement, a lot of research 
has explored the fiictors that affect parental behavior, which in turn, influence children's 
developmental outcomes (Belsky, 1984; Conger, Conger, Elder, Lorenz, Simons, & 
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Wlutbeck, 1992; Cox, Owen, Lewis, & Henderson, 1989; Debaryshe, Patterson, & Capaldi, 
1993; Dombusch, Ritter, Ldderman, Roberts, & Fraleigh, 1987; Fauber, Forehand, Thomas, 
& Wierson, 1990). Among those &ctors, parental depression (Conger, Conger, Elder, 
Lorenz, Simons, & Whitbeck, 1992; Simons, Lorenz, Wu, & Conger, 1993), parental marital 
relationship (Conger, Conger, Elder, Lorenz, Simons, & Whitbecic, 1992; Cox, Owen, Lewis, 
& Henderson, 1989; Fauber, Forehand, Thomas, & Wierson, 1990; Simons, Lorenz, Wu, & 
Conger, 1993), and parental education (DeBaryshe, Patterson, & Capaldi, 1993; Dombusch, 
Ritter, Leiderman, Roberts, & Fraleigh, 1987) are three important predictors for parenting 
behaviors. In general, parental depression was found to be related to harsh parenting 
(Simons, Lorenz, Wu, & Conger, 1993), parental marital happiness was associated with more 
nurturant parenting (Conger, Conger, Elder, Lorenz, Simons, & Whitbecic, 1992), and 
families with higher parental education tended to be lower in authoritarian and permissive 
parenting and higher on authoritative parenting ^ombusch, Ritter, Leiderman, Roberts, & 
Fraleigh, 1987). Thus, the factors of parental education, depression and marital happiness that 
may affect parental behaviors and, may in turn, influence children's development will be 
examined in the present study. 
Finally, most research in this area has assessed concurrent rather than longitudinal 
relations between parental influences and children's outcomes such as academic achievement. 
That is, little attention has been given to the stability of parental behaviors and their impact on 
their children's academic achievement over time. The present study will examine change in 
and stability of parental behaviors' influence on children's academic achievement over time. 
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Objectives of this Study 
In an attempt to expand upon past research in this area, several aims were pursued in 
this study. Since much of the previous research has focused only on the effects of two parents 
combined or only on maternal behavior, our first aim was to delineate maternal and paternal 
behavior and to investigate their individual relations with children's developmental outcomes: 
academic orientation, self-esteem, social adjustment, and children's academic achievement. 
Another aim was to determine possible mediating variables in this study. Do parental 
depression, marital happiness as well as parental education have an indirect effect, through 
parenting behaviors, on children's developmental outcomes? Secondly, do parenting 
behaviors have direct and indirect effects on children's academic achievement? The indirect 
effects may come about through the effects of parental behaviors on children's academic 
orientation and their self-esteem. 
The final aim of the study was to observe patterns of stability and change in parental 
behaviors and their effects on children's developmental outcomes. In addition, cause-effect 
relationship between the variables would be addressed by structural modeling analyses. 
Organization of this Study 
The organization of this study is as follows: First, a review of the literature in the area 
of parenting and children's outcomes will be presented. Secondly, the methodology including 
subjects, procedure, measures and plan of analyses will be presented in the following section. 
Finally, a thorough exhibition of results and in depth discussion of the findings as well as the 
suggestions for future research will be presented. 
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CHAPTER2. LITERATURE REVIEW 
Research Paradigms 
The social status paradigm has been the first and most primitive paradigm utilized in 
investigating child development-in-context (Bronfenbrenner & Crouter, 1983). In most 
studies in the fimiily research, the concept of fiunily status is similar to that of social address. 
Family status refers to the conditions of families including family structure, socioeconomic 
status, parent education level, 0unily size and ethnic background. Social address or family 
status is an environmental label demonstrating the ecological niches in which a child lives. 
However, the social address paradigm has a serious limitation: it ignores the intervening 
processes through which a fiimily's social address might influence the development of children 
(Bronfenbrenner & Crouter, 1983). 
The family process paradigm advocates a different view on family influence on 
children's academic achievement. Dombusch and Wood (1989) defined family processes as 
behaviors and interactions within a family, such as parenting styles and parental behaviors. 
This approach is to show how the efl^s of various statuses on academic outcomes is 
mediated by &mily behaviors or processes that shape those outcomes. Th^ indicated that 
family processes are more important than family status and argued that if researchers only 
focused on family status, they may lose sight of some important mechanisms in the family's 
influence on children's academic achievement. 
A synthesis of the social address and family process paradigms was indicated by Milne 
(1989) who argued that neither family status nor family processes should be omitted in the 
research model. Since these two factors are interactive in nature, researchers should integrate 
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both sets of variables in &niily research. Lam (1997) found that the integrated research 
paradigm enables researchers to better understand the intricate relations among various family 
faaors and their influence on children. In Lam's (1997) study, the results of the path analysis 
showed that some of the effects of family structure and socioeconomic status on children's 
academic achievement were mediated by authoritative parenting. However, family structure 
and socioeconomic status accounted for a considerably larger portion of the effects. These 
results highlight the importance of including both family status and family process variables in 
the investigation of parental influences on children's academic achievement. 
Theoretical Foundation 
Social learning theory proposed that most of a child's learning comes fi-om his actively 
imitating or modeling what he sees and hears significant others say and do. Parents are the 
most significant people in a child's life fi-om early on, so parental behaviors have an influential 
impact on the child's development. Vygotsky's (1978) sociocultural theory of cognitive 
development emphasizes that development is guided by adults interacting with children, with 
the cultural context determining how, when, and where these interactions take place. 
Children-rearing practices are greatly influenced by cultures and these practices determine the 
pattern of cognitive development. In addition, Vygotsky viewed cognitive development as a 
socially mediated process, as dependent on the support that adults and more mature peers 
provide as children try new tasks (Berk, 1994). Thus, parental behaviors and parenting style 
are key factors that influence a child's cognitive as well as social development fi-om both the 
social learning and Vygotsky's perspectives. 
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The role of parental behaviors in child and adolescent development has received much 
attention during the last decade. Maccoby and Martin's (1983) comprehensive review 
documents the general importance of parental involvement for children's development during 
the elementary and secondary school-age years. A growing body of research on the 
development of children's cognitive competence stresses substantial links between the quality 
of parent-child relationships and children's academic performance. In general, this area of 
study suggests that harsh or restrictive, authoritarian parenting styles, directly or indirectly, 
are associated with emotional, somatic, and/or behavioral problems in children (Emery, 1982; 
Lambom, Mounts, Steinberg, & Dombusch, 1991). On the other hand, parental warmth, 
inductive discipline, nonpunitive punishment practices, authoritative parenting style and 
consistency in child rearing are associated with positive development in children (Baumrind, 
1973; Dombusch, Ritter, Leiderman, Roberts, and Fraleigh, 1987; Maccoby & Martin, 1983). 
Parenting Styles and Parental Behaviors 
Darling and Steinberg (1993) defined parenting style as a constellation of attitudes 
toward the child that are communicated to the child and create an emotional climate in which 
the parent's behaviors are expressed. They also argued that to understand the processes 
through which parents influence their children's development, researchers have to maintain a 
distinction between style and practice. In their mind Q^arling & Steinberg, 1993), parenting 
practices are behaviors defined by specific content and socialization goals. They proposed 
that parenting style differs fi-om parenting practices in that it describes parent-child 
interactions across a wide range of situations, whereas practices are by definition domain 
specific. 
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Different theoretical perspectives emphasize different processes through which parents 
influence their children. The psychodynamic model focuses on the emotional relationship 
between the parent and child and its influence on the child's psychosexual, psychosocial, and 
personality development. The direction between the parent and the child is unidirectional. 
The researchers in this area argued that individual differences in the emotional relationships 
between parents and their children necessarily result from differences in parental attributes 
QDarling & Steinberg, 1993). The learning model approaches parenting style from behaviorist 
and social learning per^ectives which emphasize that differences in the learning environment 
would affect the children's development. Researchers in this area focused on parental 
practices rather than attitudes. They used measures of parenting style to capture the 
patterning of behaviors that defined learning environments (Darling & Steinberg, 1993). 
For the dimension of style, the early theories of parenting differed in focus. Maccoby 
and Martin (1983) reviewed the literature on parental child-rearing behaviors and discovered 
that factor analyses done in some early studies identified different style dimensions. 
According to Symonds (1939), the dimensions of parenting style include acceptance/rejection 
and dominance/submission. Baldwin (1955) stresses emotional warmth/hostility and 
detachment/involvement. Schaefer (1959) uses love/hostility and autonomy/control. Sears, 
Maccoby, and Levin(1959) stress warmth and permissiveness/strictness. Becker (1964) 
emphasizes warmth/hostility and restrictiveness/permissiveness. 
Both Baumrind (1983) and Maccoby and Martin (1983) contended that parenting style 
was best grasped within a social learning or ethological perspeaive. Two specific underlying 
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processes were defined by parenting style; (I) the number and type of demands made by the 
parents and (2) the contingen<7 of parental reinforcement. 
Baumrind's parenting styles 
It was not until Baumrind (1966) that a theoretical model emerged that incorporated 
the emotional and behavioral processes that underlay earlier models of socialization into a 
conceptualization of parenting style that was anchored in an emphasis on parents' belief 
systems (Darling & Steinberg, 1993). In a series of studies, Baumrind gathered information 
on child-rearing practices by observing parents' interaction with their preschool children at 
home and in the laboratory. Two broad dimensions of parenting emerged fi'om the 
observations. The first is demandingness. Some parents establish high standards for their 
children and insist that their children meet those standards. Other parents demand very little 
and rarely try to influence their children's behavior. The second dimension is responsiveness. 
Some parents are accepting of and responsive to their children. They fi-equently engage in 
open discussion and verbal give-and-take. Others are rejecting and unresponsive. 
In Baumrind's recent work (1978; 1980; 1991a), the concepts of responsiveness and 
demandingness were used to reflect the balance of demands between society and the 
individual. That is, demandingness can be conceptualized in terms of parents' willingness to 
make and enforce moral and conventional rules, whereas responsiveness indicates parents' 
willingness to recognize their children's individuality and autonomy. 
Baumrind attempts to link components of &mily interaction to cognitive competence 
and social development. She postulates three parenting styles, authoritative, authoritarian, 
and permissive, that have consequences for the development of cognitive and social 
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competence of the children. Baumrind started by articulating and enlarging the concept of 
parental control. In contrast to the traditional view of control, she used the concept of control 
to refer to parents' attempts to integrate the child into the &mily and socie^ by demanding 
behavioral compliance. Baumrind also argued that children contribute to their own 
development through their influence on their parents. Especially, the socialization process 
was viewed as dynamic by Baumrind, i.e., the parenting style used actually altered how open 
children are to their parents' attempts to socialize thenL 
The authoritarian style of parenting has the following characteristics (Baumrind, 
1971; 1973): parents emphasize obedience, respect for authority, work, tradition, and the 
preservation of order. Verbal give-and-take between parent and child is discouraged; parents 
make demands and wield power, but their failure to take into account the child's point of view, 
coupled with their lack of warmth, leads to resentment and insecurity on the part of the child. 
Baimirind (1971; 1973) found that the authoritarian pattern, high in demandedness and low in 
parental responsiveness, was associated with lower cognitive competence for both boys and 
girls. However, she found the authoritarian style had different consequences for girls and for 
boys in terms of social competence. Girls, but not boys, were more socially assertive. 
Permissive parents are tolerant and accepting toward the child's impulses, use as little 
punishment as possible, make few demands for niature behavior, and allow considerable self-
regulation by the child. In Baumrind* s follow-up studies at 8 to 9 years of age, these children 
of permissive parents are lower in both social and cognitive competence. 
Authoritative parenting contains the following elements: an expectation of mature 
behavior from the child and clear setting of standards, using commands and sanctions when 
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necessary; encouragement of the child's independence and individuality; open communication 
between parents and children; and recognition of the rights of both parents and children 
(Baumrind, 1971; 1973). The results of Baumrind's studies showed that both male and female 
children of authoritative parents were high in sodal and cognitive competence. In sum, 
authoritative parenting pattern seems to show more positive developmental outcomes in 
children than the other parenting styles. 
Several recent studies have applied Baumrind's framework to explain variations in 
patterns of adolescent development, including academic achievement and psychosocial 
development. Dombusch, Ritter, Leiderman, Roberts, and Fraleigh (1987) reported that 
parents who have an authoritative parenting style (expectation of mature behavior from the 
child, firm enforcement of rules and expectations, encouraging the child's independence and 
individuality) were most likely to have adolescents with successful high school performance 
compared to other frunilies with other forms of parenting styles (e.g., authoritarian or 
permissive). The source of Dombusch et al.'s (1987) data was a questionnaire completed by 
7,836 adolescents enrolled in six high schools in the San Francisco Bay area. The authors 
indicated that parenting style generally showed the expected relation to grades across all 
demographic variables (e.g., gender, age, parental education, ethnicity). 
Maccoby and Martin's f1983'> framework of parenting stvle 
Maccoby and Martin (1983) transformed Baumrind's configurational typology into 
four parenting styles. They distinguished the permissive style into two distinct patterns of 
parenting: indulgent and neglect parenting. In their framework, indulgent parenting style is 
defined as high in responsiveness but low in demandingness. Neglecting parenting style is 
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defined as low in both responsiveness and demandingness. Authoritative parenting style is 
high in both demandingness and responsiveness. In contrast, authoritarian parenting style is 
high in demandingness but low in responsiveness. 
Lambom, Mounts, Steinberg, and Dombusch (1991) have tested Maccoby and 
Martin's (1983) revision of Baumrind's conceptual firework, t.e., authoritative, 
authoritarian, indulgent, and neglectful parenting styles, through adolescents' rating of their 
parents on two dimensions: acceptance/involvement and strictness/supervision. The styles 
were contrasted along four sets of outcomes: psychosocial development, school achievement, 
internalized distress, and problem behavior. The results showed that adolescents who 
characterize their parents as authoritative score higher on measures of psychosocial 
competence and lowest on measures of psychological and behavioral problems; the reverse is 
true for adolescents who describe their par'^ nts as neglectful. Offspring of authoritarian 
parents score reasonably well on measures indexing obedience and conformity to the 
standards of adults but have relatively poorer self-conceptions than other youths. In contrast, 
adolescents fi'om indulgent homes evidence a strong sense of self-confidence but report a 
higher fi-equency of substance abuse and school misconduct and are less engaged in school. In 
general, adolescents of authoritative parents had significantly higher academic competence 
than the other groups, although there are a few expectations. For example, with respect to 
grade point average, drug use, and delinquency, adolescents who characterize their parents as 
authoritative do not differ significantly from those who describe their parents as authoritarian. 
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Consistency and change in parental behaviors 
There are two ^ es of change when researchers considered continuity and change in 
parental behaviors: (a) change in mean level of a parental behavior as a fiinction of age of a 
child, and (b) change in rank order relative to other parents in a parental behavior across time 
(McNally, Eisenberg, & Harris, 1991). In research concerning changes in mean levels of 
parental practices, it has been generally found that parental expression of affection decreases 
with the age of the child (Clarke-Stewart & Hev^, 1981; Robers, Block, & Block, 1984; 
Steinberg, 1987). In research regarding stability in parental practices, findings generally 
revealed consistency in parental practice across time ^ ock & Lindamood, 1981). 
For most psychologists, it is common that parental child-rearing practices change as 
their children mature. For examples, Maccoby (1980) suggested that as a child grows, parents 
use more verbal modes of discipline and control of privileges and spend less time with their 
children. Parents with adolescent daughters may become more restrictive with their daughter 
(Block, 1984). According to Steinberg (1988), maternal negative affection might be relatively 
stable during middle childhood and then increase when children enter early adolescence due to 
changes in the family dynamics. 
It is interesting to examine consistency and change in parenting behaviors during the 
adolescent years since there are so many continuities and discontinuities appearing at this time. 
McNally, Eisenberg, and Harris (1991) investigated stability in parenting practices fi'om 
childhood to adolescence. Their results showed that a substantial degree of stability in 
parental behaviors such as control, independence, and expression of affect and values was 
noted over the 8-year period. In addition, some practices increased or decreased with age. 
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For ecample, they found that both maternal emphasis on achievement and the use of 
deprivation of privileges as a punishment increased with age; whereas, the use of isolation as 
punishment decreased with age. 
Parenting and adolescent vears 
As children make the transition from elementary school to high school, they face a lot 
of challenges that they never encountered before. Adolescence is a critical time for 
achievement. It is a time of great cognitive change because adolescents absorb knowledge 
about formerly unstudied phenomena, and ideas are replaced by more abstract or powerful 
ideas (Linn & Songer, 1991). At this time, young adolescents are expected to accomplish an 
increasing number of school-related as well as personal goals. The puberty status of 
adolescents not only influences their own emotions and behaviors, but also the parent-child 
and the peer relationships. In terms of psychological well-being, they must begin to establish 
emotional independence from adults while maintaining a respect and appreciation for adult 
values and authority. With respect to school, the young adolescents are expected to master 
more difficult and abstract academic curricula, and academic performance becomes 
increasingly critical in determining later educational and occupational success. In particular, 
motivation to work hard and to be successful becomes an important predictor of actual 
academic success and accomplishments (Eccles & Midgley, 1989). 
A psychoanalytically oriented theorist, such as A. Freud (1958), stresses that conflict 
and detachment, rather than harmony and attachment, characterize normal family life during 
adolescent development. According to this view, the process of detachment is characterized 
by intrafamilial storm and stress. Besides, from the discontinuity's point of view, the theory 
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holds that detachment abruptly terminates the preadolescent period. In response to the 
reappearance of latent drives, the formerly obedient and respectful young adolescents regress 
to a more psychologically primitive state and turns oppositional and unpredictable (Steinberg, 
1990). 
On the other hand, from the neoanalytic point of view, the process of adolescent 
individuation rather than detachment is emphasized. Bios (1979) indicates that individuation 
occurs as the young person develops a clearer sense of the self as psychologically separate 
from his or her parents. In his view, the individuation process is marked by the repudiation of 
parents, but much of the process is cognitive, not behavioral, and successful individuation is 
not necessarily accompanied by overt rebellion or oppositionalism. 
According to Steinberg (1990), recent theoretical views of adolescent development 
emphasized several issues. First, most adolescents develop responsible autonomy without 
severing their emotional bond to their parents (Grotevant & Cooper, 1986). Second, the 
differences between families resulting from demographic and individual factors influence the 
way in which &mily relations are transformed (Montemayor, 1986). Third, changes in family 
relations must be understood in light of the psychological development of the parents as well 
as the adolescent (Silverberg & Steinberg, 1990). Finally, the family must be viewed as a 
system of intertwining relationships rather than a collection of independent dyads (Greenberg, 
Siegel & Leitch, 1983). 
The evidence to date indicates that Freud's view of adolescent years as storm and 
stress is unduly pessimistic. Several studies of adolescents and parents showed that 
approximately three-fourths of families enjoy warm and pleasant relations during these 
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adolescent years (Offer, 1969). It appears that only a very small proportion of families, 
approximately S% to 10%, experience a dramatic deterioration in the quality of the parent-
child relationship during adolescence (Steinberg, 1990). 
There is some research evidence that indicates that parental influence does not decline 
as children mature into adolescents (Astone & McLanahan, 1991; Baker & Stevenson, 1986; 
Baumrind, 1991b; Steinberg, Lambom, Darling, Mounts, & Dombusch, 1994). In general, 
parenting styles and parenting behaviors continue to shape the developmental outcomes of 
adolescent competence, especially in the area of the academic achievement. 
In their research, Yee and Flanagan (198S) found that authoritative parental practices 
are associated with healthy developmental outcomes in adolescence. In general, three 
interrelated dimensions of parental behavior known to have a positive effect on adolescent 
development are: 1) warm and supportive parental behavior which includes expectations of 
and monitoring of age-appropriate adolescent behaviors (Belsky, 1990; Maccoby & Martin, 
1983; Patterson, DeBaiyshe, & Ramsey, 1989); 2) low degrees of parental hostility and 
coercion (Patterson, 1982); and 3) consistent disciplinary and not overly harsh practices 
(Patterson, DeBaryshe, & Rams^, 1989). 
Parenting and cultural influences 
Different cultures might influence parenting in different ways. A lot of research 
models developed in Western societies may not apply well in other societies. Although 
Baumrind's (1971) description of parenting styles is the most influential proposal to look at 
parenting, applications of this typology to members of different social classes and cultural 
backgrounds that diflfer from the American white middle class have proven to be riddled with 
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bias and misunderstanding. Baumrind (1972) was among the first to caution against simplistic 
applications of her typology. In a study examining the child rearing practices of African-
American parents, Baumrind discovered that parental actions that fit within the authoritarian 
pattern within white &milies did not result in an authoritarian "syndrome" among Afiican-
American girls. Specifically, Baumrind (1972) indicated that authoritarian parenting was 
associated with assertiveness among Afiican-American girls. 
Furthermore, recent studies in which the influences of authoritativeness have been 
compared across different ethnic groups have consistently shown that authoritative parenting 
is most strongly associated with academic achievement among Caucasian-American 
adolescents and is least effective in affecting the academic achievement of Asian- and African-
American adolescents (Dombusch, Ritter, Leiderman, Roberts, & Fraleigh, 1987; Steinberg, 
Mounts, Lambom, & Dombusch, 1991). In Dombusch et al.'s (1987) study, th^ found that 
within the Asian-American group, authoritarian parenting was the strongest predictor of 
grades; in contrast, the other parenting styles were not significantly related to grades. For the 
Afiican-American group, no parenting style was significantly associated with grades. The 
results for the Caucasian-American group showed that authoritarian and permissive parenting 
were related to low grades, and authoritative parenting was associated with high grades. 
These findings indicated that Baumrind's typology derived fi'om research on predominantly 
Caucasian-American children continues to fit fairly well with this population, but that as 
Dombusch et al. (1987) concluded, it is difScult to directly apply this parenting typology 
across diverse ethnic groups. 
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Chao (1993) argued that depictions of parental behaviors of Asian families as 
authoritarian, controlling, and restrictive are misleading. Asian families, for example, have 
been found to obtain among the highest scores of unquestioning obedience to parents on the 
Baumrind's measure. According to Chao (1993), parental concern and love are equated in 
Asian culture with firm control and governance. In a related study, Rohner and Pettengill 
(198S) found that Korean children's perceptions of parental warmth tend to increase as overall 
parental control increases. Lin and Fu's (1990) research also revealed that Chinese parents 
tended to rate higher on parental control, encouragement of independence, and emphasis on 
achievement than Caucasian-American parents. Thus, parenting practices that appear on the 
surface to be authoritarian or permissive fi'om the perspective of an outsider may have a very 
dififerent meaning to members of different cultural groups. 
In sum, in subcultural and the cross-cultural studies of child rearing it is necessary to 
take into account the traditional cultural values and attitudes particular to each of the groups. 
In taking these cultural Actors into account, it is important to resist tendencies to view 
cultures as homogeneous. We should not ignore the important influence of culture on 
parenting. 
Antecedents of Parenting Behavior 
Researchers examining the parent-child relationship have emphasized that parenting is 
multiply determined, with aspects of parent, child, and family process characteristics 
contributing to the quality of this relationship. Research on parental behavior has been 
influenced by Belsky's (1984) conceptual model of the determinants of parenting. Belsky 
(1984) proposed that parental functioning is multiply determined by parental personality. 
21 
marital relations, work, social networic, and child characteristics. There are three domains of 
determinants: (I) personal psychological resources of parents, (2) characteristics of the child, 
and (3) contextual sources of stress and support which includes marital relations, social 
networks and occupational experiences of parents. 
Of these determinants, two of the most important predictors of parenting are thought 
to be parent's developmental experiences and parental marital quality (Belsky, 1984). In 
terms of parents' contributions, the developmental history of parents shape their personalities 
and their psychological well-being, which in turn influences parental functioning (Belsky, 
1984). In general, supportive developmental experiences give rise to a mature healthy 
personality, that is then capable of providing sensitive parental care which fosters optimal 
child development. 
In terms of contextual sources of stress and support, overall support is positively 
related to parental functioning. For the marital relationship, Belslqr (1979) documents 
consistent linkages between high levels of father involvement and frequent marital 
communication at 1, 3, 9 and IS months. Thus, to understand parenting and its influence on 
child development, attention must be accorded to the marital relationship. At the same time, 
according to Belsky (1984), it is essential to bear in mind the possibility that marital quality is 
itself a function of the developmental histories and the personalities of the individual in the 
relationship. 
Some studies have been focused on particular elements of Belsky's model (Simons, 
Lorenz, Wu & Conger, 1993). Simons et al. (1993) tested an elaboration of Beisky's model 
of the determinants of parental behaviors. They recruited 451 two-parent families in eight 
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counties in North Central Iowa in their study. The model they tested focused on the manner 
in which marital and social network support influence parental behavior. The results mostly 
supported Belsky's model They found that economic pressure disrupted parenting by 
increasing depression and undermining access to spouse support. Marital support from 
spouse had both a direct effect on parenting and an indirect influence through depression. 
Social networic support only influenced parenting indirectly through depression. They also 
found that spouse support is a more powerful determinant of quality of parenting when social 
network support is low. 
Of spedal interest in this study are the three possible determinants of parenting: 
marital happiness, parental depression, and parental education level. 
Parental marital relationship 
Marital relationship is the construct most often considered in studies of the 
determinants of parenting. The connection between marital satisfaction and skillful parenting 
has been found for both mothers and fathers of infants, toddlers, and preschoolers in various 
countries (Belsl^, 1990). 
Marital adjustment might have direct and indirect impacts on parenting and child 
developmental outcomes. The marital relationship is a powerful source of support for the 
mother and thus have an influence on mother-child interaction ^elslqr, 1981). Belsky (1981, 
1984) argued that the marital relationship is the main support system for parents. He 
indicated that spouse support is likely to have a direct influence on parenting, as well as an 
indirea effect through the parents' psychological well-being. Similarly, the marital 
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relationship also has an effect on the child through the nature of the home's atmosphere and 
through the child's interaction with parents (Cunmiings, 1987). 
Pedersen (1982) demonstrates the positive influences of husbands' supportiveness and 
positive regard on mothering during infancy. Belsky (1979) also documents consistent 
linkages between high levels of &ther involvement and frequent marital communication at I, 
3, 9 and IS months. During the elementary school and adolescent years, high spousal hostility 
has been linked to the frequent use of punishment and the infrequent use of induction or 
reasoning as a disciplinary strategy (Dielman et al., 1977). In addition. Cox, Owen, Lewis, 
and Henderson (1989) indicated that the efifect of marital quality on parenting remains after 
controlling for the influence of parents' psychological characteristics. 
Many studies have linked marital quality with child's developmental outcomes, 
showing that marital conflict was related to negative outcomes for children (Emery, 1982; 
Webster-Stratton, 1989). For example. Forehand, Wierson, Thomas, Armistead, Kempton, & 
Neighbors (1991) indicated that as parental conflict increased, adolescent functioning 
deteriorated. In addition, Fendrich, Warner, and Weisman (1990) have found that parental 
marital conflict was related to children's depression and conduct problems. 
Further research showed that marital quality afi^s children through the parent-child 
relationship (Belslqr, 1984; Easterbrooks & Emde, 1988). Besides, mother's and father's 
experiences in marriage has different influences on children's functioning (Goldberg & 
Easterbrooks, 1984; Howes & Markman, 1989). In Howes and Markman's (1989) study, 
they found mothers' marital satisfaction, in general, was more related to child outcomes than 
was fathers' marital satisfaction. 
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Fauber, Forehand, Thomas, and Wierson (1990) also reported that marital conflicts 
influenced adolescent adjustment primarily through disruptions in parenting. Th^ found that 
disrupted parenting accounted for the relation between parental conflict and adolescent 
adjustment problems. Consistent with the study by Fauber et al. (1990), Conger, Conger, 
Elder, Lorenz, Simons, and Whitbeck (1992) indicated that for a sample of seventh-grade 
adolescents, marital conflicts affected adolescent adjustment by diminishing parents' child-
rearing skills. They found that both mothers' depression and marital conflict were inversely 
related to mothers' nurtumant/involved parenting, which, in turn, accounted for 15% of the 
variance in male adolescents' positive adjustment. For Others, they also found that marital 
conflict and Others' depression were negatively related to fathers' nurtumant/involved 
parenting which explained 17% of the variance in positive male adolescent adjustment. 
Specifically, fathers' marital conflict was more strongly related to parenting than was fathers' 
depression. 
Compared to social networks, the quality of marital relationship is the primary 
influence on parenting (Belsky, 1984). Research that has examined the marital versus other 
kinds of support found that the marital relationship is a stronger predictor of parenting than 
social network support (Cmic, Greenberg, Ragozin, Robinson, & Basham, 1983). Building 
on this literature, to understand parenting and its influence on child development, attention 
must be accorded to the marital relationship. 
Parental depression 
In terms of parental depression, prior findings indicated that depressed parents are less 
effective in monitoring and disciplinary practices (Downey & Coyne, 1990). Depressed 
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parents show higher levels of irritability and a tendency to become easily upset and angry 
when interacting with their ofifspring, while at the same time engaging in negative interactions 
with them (Jouriles, Baring & O'Leary, 1988). In general, depressed parents demonstrate 
less positive parenting behaviors, and, in turn, have more negative effects on their children. 
Conger and his colleagues (1992) found that mother's and Other's depression led to marital 
conflict, which affected how involved the parents were in parenting, which, in turn, was linked 
to the level of positive adjustment in the children (Conger, Conger, Elder, Lorenz, Simons, & 
Whitbeck, 1992). 
In their study. Conger, Patterson, and Ge (1995) found that parental stress related to 
parental depression, which, in turn, correlated with disrupted discipline practices. Poor 
parental discipline was associated with children's developmental outcomes. In their 
mediational model, th^ found that both maternal and paternal stress had an effect on parental 
depressive mood, which, in turn, had an effect on poor parental discipline, and the latter 
contributed to boys' deviancy, including low school achievement, poor peer relations and high 
antisocial behaviors. In this comparative study of Oregon and Iowa adolescents, there was a 
difference between mother-son and father-son dyads. The results of the mediational process 
that th^ tested was consistent for the data for Oregon and Iowa mothers and adolescent sons. 
However, the similarity in results was less clear for Others and sons. 
Studies of adolescents have indicated that the relationship between parent and 
adolescent distress seems to vary as a function of gender of parent. In Compas, Howell, 
Ledous, Phares, and Williams' (1989) study, they found that fathers' psychological symptoms 
are significantly associated with those of their children, whereas the results was less clear for 
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mothers. Similar findings by other researchers also indicated that mothers' symptoms of 
distress are not related to internalizing problems for either adolescent sons or daughters 
^anez & Compas, 1990; Forehand, Brody, Slotkin, Fauber, McCombs, Long, 1988). 
Parents' emotional distress also has a different impact on their adolescent sons than on 
their daughters. Forehand and Smith (1986) found that the depressive symptoms of daughters 
but not sons were significantly associated with fathers' depressive symptoms. In their 
longitudinal study of parent and adolescent distress in father-son, father-daughter, mother-son, 
and mother-daughter dyads, Ge, Conger, Lorenz, Shanahan, and Elder (1995) reported that 
the strongest cross-lagged associations were found between mothers and sons and fathers and 
daughters. Further, boys were more susceptible to parental distress during early adolescence, 
whereas girls were more susceptible during early to mid-adolescence. 
Forehand, Long, Brody, and Fauber (1986) explored the relations between several 
aspects of the home environment and young adolescent's school behavior and performance. 
They found that adolescent's externalizing problem behaviors in school were related to 
mother's depression level, as well as to adolescent's relationships with both mother and father. 
The relationship with father was related to school grades. Thus, mothers and fathers were 
influential in the prediction of school performance and adjustment. 
Parental education 
Families of dififerent parental education levels notably diverge in their use of parenting 
styles (Dombusch, Ritter, Leiderman, Roberts, & Fraleigh, 1987). Dombusch et al. (1987) 
found that &milies with higher parental education tended to be lower in authoritarian and 
permissive parenting and higher in authoritative parenting. In addition, previous studies have 
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shown that parental education is negatively predictive of traditional punitive discipline 
strategies (Maccoby & Martin, 1983). 
Past research showed that parental education is a robust correlate of children's school 
performance (MuUis & Jenkins, 1990; White, 1982). Debaryshe, Patterson, and Capaldi 
(1993) proposed that parental education was related directly to parenting but not to children's 
achievement. In their study, parents with lower education were more likely to use coercive 
discipline strategies and were more likely to have children who displayed antisocial behavior 
and who had lower grades in Grade 6 (Debaryshe, Patterson, & Capaldi, 1993). Melby and 
Conger (1996) also found that both mothers' and Others' education level were positively 
related to involved parenting and to adolescents' academic performance three years later. 
Stevenson and Baker (1987) found that educated mothers tended to have more 
information about school and to be more likely to discuss their children's school performance 
than less educated mothers. In addition, their research also showed that educated mothers 
expected and demanded more of their children's school achievement. For adolescents, higher 
parental education resulted in a parenting style that is less authoritarian and permissive and 
higher in authoritative control. In turn, authoritative parents had adolescents who have better 
school performances (pombusch, Ritter, Leiderman, Roberts, & Fraleigh, 1987). 
In a sample of sixth, eighth, and tenth grade students and their mothers and fathers. 
Smith (1989) found that maternal education had an effect on school grades, on realistic 
education expectations, and on ideal educational aspiration. Paternal education had an effect 
only on student's educational expectations. This study emphasized the difference of paternal 
influence versus maternal influence on child's academic performance and educational goals. 
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In a cross-cultural study, Oh-Hwang (1994) found that fathers' educational level had a 
significant positive influence on intelligence and achievement scores in both an American and a 
Korean sample. Fathers with higher educational level had children who were more inteUigent 
and higher achievers. Thus, high levels of achievement are predicted for children who had 
more highly educated fathers. In Oh-Hwang's (1994) study, the results indicated that 
mothers' educational level did not directly affect parenting quali^ and children's 
characteristics. However, mothers' educational level had strong positive indirect effects on 
children's psychosocial maturity through its effect on involvement for both American and 
Korean samples. That is, more highly educated mothers were more involved in their 
children's activities, and thdir involvement led children to become more self-reliable. 
Therefore, children's academic achievement was not directly influenced by the mothers' 
educational level; rather mothers' educational level indirectly affected the psychosocial 
maturity of her children, which, in turn, determined level of achievement. In this cross-
cultural study, it is interesting to note that the results indicated that fathers' educational level 
had significant direa and indirect effects on children, whereas mothers' educational level did 
not. 
Parenting Behaviors and Intellectual Development 
As a fundamental agen^r of socialization, the family influences the educational 
attainment of children, along with other forms of behavior. Vygotslqr (1978) focused 
explicitly on the role of adult-child interaction in the socialization of early cognitive 
development. Vygotsky suggested that learning by children proceeds most effectively when 
tutoring occurs in the "zone of proximal development." These zones are contexts in which the 
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child is as yet unable to perform with success independently, but can accomplish components 
of the task with direct adult support and guidance. A frequently used concept in recent 
research that is closely linked to Vygotsk^s ZPD (Zone of Proximal Development) model is 
the notion of scaffolding. This concept describes the strategies by which parents support 
children's learning through interventions that provide task information at different levels of 
structure, depending on the child's current capabilities. 
Previous research has shown that parents affect their children's academic goals and 
achievements (Sewell & Hauser, 1975; Hill, 1979; Rollins & Thomas, 1979). Parents can 
promote higher academic achievement and educational goals by serving as role models of 
achievement (Hill, 1979; Shaw, 1982; Rumberger, 1983), expressly encouraging or defining 
specific goals for the child (Sewell & Hauser, 197S; Cohen, 1987) and reinforcing 
achievement orientations and behavior by recognizing and praising such achievements and 
related behaviors (Rollins and Thomas, 1979). Similarly, Forehand, Long, Brody, and Fauber 
(1986) concluded from their research on the relation between parents and their adolescent 
children school behaviors and performance that both mothers and fathers were influential in 
the prediction of school performance and adjustment. 
Hess and Holloway (1984) have identified five processes Unking family and school 
achievement based on the results of the studies of preschool, elementary, and middle-school 
children: (1) verbal interaction between mothers and children, (2) parents' expectation for 
achievement, (3) positive affective relationships between parents and children, (4) parental 
beliefs and attributions about the child, and (S) discipline and control strategies. Among these 
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various processes, discipline and control strategies appeared to have a primary influence on 
school achievement (Baumrind, 1973; Hess & McDevitt, 1984). 
Baley and Schaefer (1964) did a study regarding parent-child relations and children's 
intelligence scores using data from their Berkel^ Growth Study. Maternal behaviors were 
observed during the children's first three years. A second set of ratings was based on an 
interview with the mother ten years later. Their results indicated that in the first year, boys' 
intelligence scores were seen to be negatively correlated with equalitarian, affectionate 
maternal behaviors but positively correlated with maternal hostile, rejecting behaviors. On the 
other hand, for the girls the pattern of these correlations was reversed. They found that girls' 
intelligence scores were positively related to maternal nurturance behaviors, but negatively 
associated with maternal hostile behavior. For both boys and girls, maternal controlling, 
achievement-demanding behaviors are positively associated with children's intelligence scores. 
However, as the children grow older, the pattern shifts. Baylay and Schaefer (1964) found 
that at the preschool age, correlations for boys became more like those for the girls. At the 
elementary school level, the boys' scores were positively related to maternal love behaviors 
and negatively associated with hostility dimensions including punishment, strictness and 
punitiveness, but there was no relation between maternal behaviors and girls' scores. In sum, 
boys' intelligence scores and maternal love and acceptance change from a negative to a 
positive correlation over time, with the reverse pattern for boys with maternal punitive, 
rejecting behaviors. For the giris, though maternal loving behaviors were related to girls' high 
intelligence scores in infancy, their influence diminished when the girls were three-year-old 
and after that the correlation dropped to near zero. 
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Bayl^ and Schaefer (1964) also found that when the children's were 9 to 13 years of 
age, maternal behaviors were associated with their sons' intelligence scores. In contrast, there 
was little or no relation between maternal behaviors and their daughters' scores. Their 
findings showed that maternal behaviors such as love, warmth versus hostility, and strictness 
were relatively continuously related to the boys' abilities, while no such relation was found 
between maternal behaviors and girls' abilities. 
The research on family influences on achievement has found several parenting 
characteristics, particularly authoritative parenting styles (Baumrind, 1967, 1971; Dombusch, 
Ritter, Leiderman, Roberts, & Fraleigh, 1987; Steinberg, Elman, & Mounts, 1989), and 
parental involvement ^ess & Holloway, 1984), to be related positively to children's and 
adolescents' school achievement. Steinberg et al. (1989) found that aspects of authoritative 
child rearing, including parental warmth and acceptance, made both direct and indirect 
contributions to children's academic achievement over time. 
In the study by Pratt, Kerig, Cowan & Cowan (1988), it was found that tutoring by 
more authoritative parents was generally higher in dyad success percentages. That is, more 
sensitive, authoritative parents may obtain some of their reported success in cognitive skill 
socialization through the use of a more effective style of tutoring or scaffolding. In contrast, 
authoritarian or permissive ratings were unrelated to the three tutoring measures in the study. 
Thus, authoritative parents are more likely to use scaffolding in their interaction with their 
children; on the other hand, authoritarian parents discourage the use of scaffolding in their 
parent-child conmiunication. 
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To show that parenting is related to the development of intellectual abilities, Schaefer 
and Edgerton (1985) contrasted two parenting styles: a traditional authoritarian style and a 
more progressive, democratic style. Over a series of studies, th^ consistently found that the 
authoritarian style was negatively related to children's ability test scores and to teacher rating 
of children's creativity and curiosity, whereas progressive democratic beliefs were positively 
correlated with children's cognitive peiformance. 
An important outcome of a study by Watson, Brown and Swick (1983) was that 
parents made a difference in their children's school performance. They found that there was a 
significant relationship between the amount of support given a child by the parents and the 
achievement of that child in first grade. The data also revealed that the kind and quality of 
parental involvement with children does affect the degree of school success. In addition, 
Stevenson and Baker (1987) found that adolescent's school performance was enhanced by 
parental involvement in the children's schooling. Parents indeed influence children's 
achievement through their direct involvement with school aaivities and through the specific 
encouragement of school success, both explicitly and implicitly. In general, research indicates 
that students whose parents are more involved in their education earn higher grades in school, 
all other factors being equal (Stevenson & Baker, 1987). 
Research evidence also showed that higher levels of student achievement are 
associated with greater parental encouragement (Seginer, 1983). Sewell and Hauser (1980) 
suggested that parental encouragement is the primary mediator of the well-established 
connection between family social class and student academic performance. 
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For adolescents, there is suggestive evidence that high achievement during the 
adolescent years is associated with high identification with parents (Weinhert & Trieber, 
1982). Similarly, adolescent's ego development is greater in families in which discussions are 
characterized by relatively frequent discourse that reflects problem solving, acceptance, and 
relatively little interaction that is devaluing, judgmental, or constraim'ng (Hauser, Powers, 
Noam, Jocobson, Weiss, & FoUansbee, 1984). 
Strict, direct, or harsh control by parents is negatively related to children's school 
performance. In a study of sixth graders, grade point average was negatively related to 
mothers' and Others' harsh and inconsistent discipline and was positively related to students' 
self-restraint (Wentzel, Feldman, & Weinberger, 1991). One study showed that parental 
discipline style, defined as not harsh, was positively related to academic achievement in a 
sample of 12* and 13-year-olds (Fortes, Dunham, & Williams, 1986). In addition, in a study 
of206 youths and their families done by DeBaryshe and colleagues (1993), it was found that 
parents' use of coercive disciplinary practices was negatively related to the boys' academic 
engagement in seventh grade. In turn, boys' seventh-grade academic engagement was 
positively related to academic achievement in the eighth grade. Further, a smaller direct 
influence of parental achievement on child's achievement also was found (DeBaiyshe, 
Patterson, & Capaldi, 1993). Thus, the authors indicated that discipline is an important 
correlate of academic success. 
Stein and Bail^ (1973) reviewed studies on two dimensions of child-rearing practices-
warmth/hostility and restrictness/permissiveness, and their relations with achievement 
orientation among females. They concluded that a moderate, but not a high level of 
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nurturance or warmth was most conductive to achievement behavior in females. In contrast, 
both a high degree of nurturance and high levels of punishment or rejection were assodated 
with relatively low achievement behavior 
Steinberg, Lambom, Dombusch, and Darling (1992) examined the impact of 
authoritative parenting, parental involvement in schooling, and parental encouragement to 
succeed on adolescent school achievement in an ethnically and socioeconomically 
heterogeneous sample of approximately 6,400 American 14-I8-year-olds. Resuhs showed 
that authoritative parenting leads to better adolescent school performance and stronger school 
engagement. However, the positive impact of authoritative parenting on adolescent 
achievement is mediated by the positive effect of authoritativeness on parental involvement in 
schoolmg. Their longitudinal analyses indicated that authoritative parenting indeed leads to 
improved school performance. Steinberg et al. (1992) stressed that the mediating and 
moderating mechanisms examined in their study are in need of further study. Th^ suggested 
that fliture research on authoritative parenting should examine other specific issues, i.e., other 
concrete parenting behaviors of parenting styles and their relation to various developmental 
outcomes. In addition, they also indicated that further research on parenting practices and 
adolescent development in various ethnic groups is sorely needed. 
In a study on the relationship between parental monitoring behavior and children's 
school performance in 77 dual- and 75 single-earner families in which the eldest child was 
between 9 and 12 years old, Crouter, MacDermid, McHale, and Perry-Jenkins (1990) found 
that less well-monitored boys received lower grades than did other children. Crouter et al. 
(1990) proposed that parental monitoring implies conscientious supervision of the child at one 
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level and an index of parental interest in the child at another level. The relationships between 
parents and the child is reciprocal in terms of parental monitoring. Parents show their interest 
in child's behaviors, but the child must be willing to share his or her experience with their 
parents, too. The authors also mentioned that too little monitoring may create a risk factor, 
but too much monitoring may prevent the child from developing independently. Thus, it is 
important to find out the optimal levels of monitoring at any point in the life span, depending 
upon the child's circumstances. 
In general, parental discipline and control strategies (Baumrind, 1971; Crouter, 
MacDermid, McHale, & Perry-Jenkins, 1990; DeBaryshe, Patterson, & Capaldi, 1993) and 
warm, affective relationships between parents and children have been found to be related to 
academic achievement in children and adolescents. 
Paths of Influence of Parenting Behaviors on Academic Achievement 
Although there is lot of research on parenting effects on children's academic 
achievement, little is known about the processes through which parenting style or parental 
behaviors influences the development of children's achievement. Darling and Steinberg 
(1993) had emphasized that a focus on the processes that link parenting style and parenting 
practices to child's outcomes would facilitate a more developmental approach to the study of 
socialization. Thus, to try to figure out the mechanisms through which parental behaviors 
translate into child's achievement is an important issue in this area. Presumably, these 
mechanisms involve characteristics of the child as a learner that themselves might be outcomes 
of parenting style or parental behaviors. 
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Studies have examined several mediating variables in the relation between parenting 
and children's academic performance (D^aryshe, Patterson, & Capaldi, 1993; Glasgow, 
Dombusch, Troyer, Steinberg, & Ritter, 1997; Steinberg, Elmen, & Mounts, 1989; Wentzel, 
Feldman, & Weinberger, 1991). DeBaryshe and colleagues (1993) found that parents' use of 
coercive disciplinary practices was negatively related to the boys' academic engagement in 
seventh grade. In turn, boys' seventh-grade academic engagement was positively related to 
academic achievement in eighth grade. Therefore, boys' academic engagement was a 
mediating variable in the relation between parental coercive disciplinary practices and their 
academic achievement. 
Steinberg, Elmen, and Mounts' (1989) investigated mediators in the relation between 
authoritative parenting and academic performance. Th^r pointed out it appears that changing 
adolescents' motivation to work hard and strive for success holds the most promise to 
enhance school performance among adolescents. Steinberg, Ebnen, and Mounts (1989) 
examined parents who demonstrated an authoritative parenting style that contained 
acceptance, psychological autonomy, and behavioral control. Their sample consisted of 120 
families with a firstborn child between 11-16 years. The families involved in the study were 
predominantly white and socioeconomically heterogeneous. Steinberg et al. (1989) noted that 
adolescents who described their parents as treating them warmly, democratically, and firmly 
were more likely than their peers to develop positive attitudes toward and beliefs in their 
achievement, and, as a consequence, were more likely to do better in school. Specifically, the 
three components of authoritativeness studied in their research—parental acceptance, 
psychological autonomy, and behavioral control—made independent contributions to school 
J 
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achievement. The positive impact of authoritative parenting on school success was mediated 
in part through the effects of authoritativeness on the development of a healthy sense of 
autonomy, Le., the development of a healthy psychological orientation toward work. Their 
study also suggested that the relation between adolescents' self«steem and their school 
performance is indirect. 
In Glasgow, Dombusch, Troyer, Steinberg and Ritter's (1997) study, they examined 
the relations between parenting styles, adolescents' attributions, and four educational 
outcomes with adolescents' attributional style as a medicating variable. The results of their 
study showed that adolescents of nonauthoritative parents were more likely than their peers to 
attribute achievement outcomes to external causes or to low ability. Adolescents' 
dysfunctional attributional style was found to be a mediating variable between parenting style 
and two educational outcomes: adolescents' classroom engagement and homework. 
However, the attributional style did not fiilly explain the impact of parenting on those 
educational outcomes. 
Children's social adjustment 
Social competence in childhood is often a powerful predictor of academic 
achievement. Children who are accepted by their peers or display prosocial and responsible 
behaviors at school tend to have high levels of academic achievement. In contrast, socially 
rejected and aggressive children appear to be especially at risk for academic failure (Dishion, 
1990; Green, Forehand, Beck, & Vosk, 1980). 
Most researchers have suggested that parenting practices directly facilitate or constrain 
the development of cognitive skills (Baumrind, 1971; Dombusch et al., 1987; Hess, Holloway, 
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Dickson, & Price, 1984). However, parental behaviors that predict academic achievement 
also predict general social and emotional development. Few studies have examined 
simultaneously links between parenting and children's social and emotional adjustment on the 
one hand and between social and emotional adjustment and achievement on the other. 
Wentzel, Feldman, and Weinberger (1991) presented initial evidence of the 
mediational role of emotional distress and behavioral restraint in linking family functioning to 
academic achievement. They investigated early adolescent boys' social, emotional, and 
academic functioning and examined children's social adjustment as a potential mechanism that 
mediates the relationship between parent-child interactions and academic achievement in 
school. Th^r used child's self-restraint behaviors as a mediating variable in their model. 
According to Weinberger and Schwartz (1990), self-restraint refers to tendencies to inhibit 
immediate self-fbcused desires in order to promote long-term goals and positive relations with 
others. In general, the self-restraint behavior is characterized by compliant, cooperative, and 
nonaggressive behavior. The results of their study showed that sons' self-restramt and 
emotional adjustment partly explain the relation between parenting and academic achievement. 
Their finding revealed that children's social competence in the form of behavioral self-restraint 
functioned as a non-cognitive mediator between the quality of family functioning and 
academic performance during early adolescence. The authors underscored the critical 
contribution of social and emotional development to academic achievement, and the key role 
of parent-child relationships in influencing such development. 
In their follow-up research, Wentzel and Feldman (1993) examined the relations 
between parenting practices and school adjustment over a 4-year period. In this study. 
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parenting practices and parents' socioeconomic status during sons' early adolescence were 
studied as predictors of sons' subsequent self-restraint and motivation to achieve in high 
school. Th^ found that parenting practices were correlated significantly with sons' 
motivation to achieve over time. However, this relation was mediated by sons' self-restraint. 
The results also showed that sons with mothers with high expectations for their sons' 
achievement and with consistent parenting styles, were those who displayed the highest levels 
of self-restraint and the highest motivation to achieve 4 years later. In contrast, paternal 
inconsistent parenting practices resulted in adolescents with low motivation to achieve in high 
school by way of sons' lack of self-restraint. In addition, paternal expectations of sons' 
academic attainment was not a significant predictor of either self-restraint or motivation over 
time. Thus, the results of these studies indicated that children's academic achievement in 
middle school is related significantly to their self-restraint. 
Children's self-esteem 
One of the factors found to be influential to the development of self-esteem is the 
family environment (Gecas Sc Schwalbe, 1986). Parents are considered to be the most 
influential sources that aSect a child's self-esteem since th^ control the atmosphere in which 
children have their first experiences as social beings (Hales, 1990). The research in this area 
indicates that a healthy family environment tends to support high self-esteem development in 
adolescents (Gecas & Sefi^ 1991; Isberg, Hauser, Jacobson, Powers, Noam, Weiss-Perty, & 
Follansbee, 1989). Specifically, the quality of the parent-child relationships has a great effect 
on the development of children's self-esteem (Copper, Holman, & Braithwaite, 1983; 
Greenberg, Siegel, & Lutch, 1983). 
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Parents are one of the most powerful influences for children's self-esteem 
development. Parental emotional and tangible support tend to enhance adolescent self-esteem 
(Barnard, 1986; Buri, IQrchner, & Walsh, 1987; Gecas & Schwalbe, 1986; Openshaw, 
Thomas, & Rollins, 1984). Parental behaviors of love and warmth provide the stimulus for 
enhancing adolescent's self«steem^arber& Thomas, 1986; Jefi&ies, 1987). According to 
Jefi&ies (1987), the more parents showed love and warmth toward their children, the more 
likely their children were to be happy and satisfied with the relationship and thus had higher 
self-esteem. Peterson, Southworth and Peters (1983) found that love fi'om mothers 
consistently facilitate children's self^steem, while punitive behaviors tend to damage 
children's self-esteem. 
Children who view their parents as more accepting and supportive tend to have higher 
self-esteem. Other research evidence also showed similar results for adolescents' self-esteem 
and their parents' accepting and supportive behaviors (Coopersmith, 1967; Demo, Small, & 
Savin-Williams, 1987; Graybill, 1978; Growe, 1980; Kawash, Kerr, & Cluves, 1985). 
On the other hand, past research has indicated that children's low self-esteem is 
associated with authoritarian, normurturant, and nonsupportive parenting (Ho, Lempers, & 
Clark-Lempers, 199S; Maccoby & Martin, 1983). In their study. Ho, Lempers, and Clark-
Lempers (1995) documented the detrimental effect of ineffective parenting on adolescent's 
self-esteem. Th^ found that economic hardship reduced the affective support in the parent-
child relationship and in turn negatively influenced adolescent's self-esteem. 
There is a widespread public belief about the benefits of raising adolescents' self-
esteem as a means of enhancing their school performance. Research showed that high self-
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esteem is related to individual achievement and success (Coopersmith, I9S9; Rosenberg, 
1965; Sears, 1970) and the literature also indicates that individuals with low self-esteem tend 
to have less faith in themselves and less confidence in their abilities and, therefore, tend to 
have less success (Pope, McHale, & Craighead, 1988). Some researchers have argued for a 
direct effect of self-esteem on academic achievement. However, a study done by Steinberg et 
al. (1989) revealed that the relation between self-esteem and academic achievement was not 
direct, but mediated through other variables such as work orientation. 
Children's academic orientation 
Dweck and Elliott (1983) traced the development of achievement orientation fi^om its 
original emergence to their model of mature achievement motivation. They argued for the 
transition fi'om masteiy motivation to performance motivation. Infants display mastery 
motivation as they strive to understand and manage their environment. When an activity is 
initiated, the child seems to derive pleasure directly fi'om engaging in it, and when mastery is 
achieved the child seems to experience satisfaction. The mastery motivation system requires 
little cognitive monitoring in order to be maintained. Nonetheless, a cognitive aspect must be 
introduced in order to transfi)rm masteiy motivation into performance motivation. 
The transition from mastery motivation to performance motivation occurs during the 
early school years (Dweck & Elliott, 1983). For older children and early adolescents, the 
newly arising cognitive and metacognitive abilities provided new opportunities to choose, 
plan, evaluate; however, they also may result in greater self-consciousness and vulnerability in 
the realm of achievement. Thus, the transition into adolescence is an important time with 
respect to achievement orientation. 
1' 
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As children make the transition from elementary school to high school, children's 
motivation to work hard becomes an important predictor of academic achievement (Eccles & 
^£dgl^, 1989). Some researchers have conducted investigations of environmental 
antecedents of individual differences in achievement orientation. Parental influence 
undoubtedly is one of the factors that affects child's achievement orientation from an early 
age. According to Elmen (1991), there are two lines of research dealing with family 
influences on achievement orientation in early adolescence. One line of research focused on 
the parent-child relationships as it seeks to explain dififerences in adolescent achievement 
outcomes. The other line of research focused on the influence of parental achievement-related 
attitudes and beliefs on their children's attitudes and beliefs, usually with respect to specific 
achievement domains. 
In reviewing the research on the two dimensions of child-rearing behaviors, 
warmth/hostility and restrictiveness/permissive, in the context of achievement orientation 
among females. Stein and Bailey (1973) indicated that a moderate, but not high degree of 
warmth or nurturance was most conductive to achievement behavior in females. In contrast, a 
high level of nurturance behavior and high degree of punishment or rejection were related to 
low achievement behavior. In addition, other research also identified that adolescent girls of 
restrictive parents were more likely to have low achievement orientation (Crowne, Conn, 
Marlowe, & Edwards, 1969). 
Limitations of Previous Studies 
The first important limitation of previous studies is the use of cross-sectional analyses 
to examine the relationship between family processes and children's academic performance. 
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Few studies have investigated the impaa of parental factors on child's academic achievement 
prospectively (e.g., DeBaiyshe, Patterson & Capaldi, 1993; Melby & Conger, 1996; Steinberg 
et al., 1989; Steinberg, Lambom, Dombusch, & Darling, 1992). Most of research in the area 
of family processes linking parental variables with children's adjustment have been cross-
sectional in nature. Those cross-sectional studies might confound the temporal ordering of 
study variables as well as the possible causal influences among them. Therefore, the present 
study will employ a longitudinal, prospective design to investigate the relationship between the 
parental factors and children's academic achievement across time. 
A second limitation is that the dependent variable of children's academic achievement 
used in previous studies was mostly self-reported GPA either from adolescents themselves or 
from parents' reports (Acock, & Demo, 1994; Dombusch et al., 1987; Lambom et al., 1991; 
Steinberg et al., 1992). A more accurate measure of children's academic achievement would 
be the use of actual GPA from school records. Thus, the official GPA from school records 
will be utilized in this study. 
A final limitation is that much of the previous research has focused only on the 
influence of one parent or have treated the two parents as a single unit (Baumrind, 1971; 
Steinberg et al., 1989). However, some research showed that fathers and mothers had 
different influences on their sons versus daughters (Feldman & Wentzel, 1990; Lempers & 
Clark-Lempers, 1997; Steinberg, 1990). These differences suggest the importance of 
distinguishing between the two parents in the research on parental influence. Thus, the 
hypothesized model in this study will test for father-son, father-daughter, mother-son, and 
mother-daughter dyads. 
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Hypothesized Model 
The model in the present study of parental influences on children's academic 
achievement is illustrated in Figure 1. In light of a ^thesis of social status and family 
process paradigms, the present study includes both &nily status as well as family processes in 
the hypothesized model. Parental education is used as a family status indicator and parenting 
behaviors, parental depression, and marital happiness are utilized as family process variables. 
The conceptual model hypothesizes that parental education has a positive effect on 
parental nurturance behavior, parental depression has a negative effect on parental nurturance 
behaviors, and parental marital happiness has a positive effect on parenting nurturance 
behavior. In turn, parenting nurturance behavior is assumed to have an effect on children's 
academic orientation and on child's academic achievement. In particular, the model 
hypothesizes that parental education has both direct and indirect effects on children's 
academic achievement, the latter through children's academic orientation. Parental nurturance 
behavior has an effect on children's academic achievement through children's academic 
orientation. Further, the conceptual model also hypothesizes that parental education has an 
effect on children's academic achievement through parental nurturance behavior, and through 
children's academic orientation. The following discussion reviews the rationale for each path 
in the conceptual model. 
As shown in Figure 1, parental education has an direct effect on parental nurturance 
behavior, children's academic orientation as well as on children's academic achievement. 
Parents' educational levels may reflect their ability to help with their child's school work and 
the educational values they place on school achievement. Further, from the literature of social 
Time 1 Time 2 
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status variables and parenting behavior ^accoby & Martin, 1983), higher education is related 
to more supportive parenting. Thus, it is hypothesized that a path exists from parents' 
education to parental nurturance behavior as well as a path from parental education to 
children's academic orientation and a path from parent education to children's academic 
achievement. 
In addition to the influence of parental educational level, previous research also 
indicated efi^s of parental depression (Simons, Lorenz, Wu, & Conger, 1993) and marital 
happiness (Conger, Conger, Elder, Lorenz, Simons, & Whitbeck, 1992) on parenting 
behavior. Therefore, the present conceptual model hypothesized a path from parental 
depression to parental nurturance behavior and a path from marital happiness to parental 
nurturance behavior in addition to the impact of parental educational level on parenting. 
According to Baron and Kenny (1986), a mediator variable is a third variable that 
"represents the generative mechanism through which the focal independent variable is able to 
influence the dependent variable of interest" (1986, pp. 1173). A mediational path is 
proposed from parental education to children's academic achievement through children's 
academic orientation. Another mediational path is also hypothesized from parental education 
to children's academic orientation through parenting behavior. Further, a mediational path is 
proposed from parental nurturance behavior to children's academic achievement through 
children's academic orientation. 
This study will separately examine the effects of three specific types of parental 
behaviors, nurturance, monitoring, and strictness on children's academic performance. To 
evaluate possible gender differences in the fanuly system, the model will be tested separately 
47 
for father-daughter, father-son, mother-daughter, and father-son dyads. All models will be 
compared in a hierarchical nested sequence. This procedure will help to evaluate the fit of the 
hypothesized model to the data in comparison to alternative models. 
The proposed research is important in several ways. First, most research has assessed 
concurrent rather than longitudinal relations between parental influences and academic 
achievement. This study will investigate the relations of parental behavior and children's 
academic performance over time. That is, we are interested in issues of the stability and 
change of parental behaviors and their impact on their children's academic achievement over 
time. In addition, cause-efifea relations between the variables can be better addressed in a 
longitudinal design. 
Secondly, some of the previous studies examined the mediating role of parental 
variables in the relationship between parenting and children's academic performance, such as 
parental educational encouragement and parental school involvement (Steinberg et al. 1992). 
The mediating roles played by the child's attributes have rarely been investigated in the 
research in this area. Some exceptions are the studies done by Wentzel, Feldman, and 
Weinberg (1991) and Wentzel and Feldman (1993). However, they only investigated the 
mediating role of social-emotional variables. In this present study, an academic orientation 
variable will be included in the model to examine the indirect efifect fi'om parenting behavior to 
the children's academic achievement through children's academic orientation. 
Thirdly, Steinberg et al. (1992) indicated the importance of examining specific 
concrete parenting behaviors of the parenting style and their developmental effects. Thus, this 
study will look at parental nurturance, parental monitoring, and parental strictness behaviors 
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rather than a more general parenting style like authoritarian, authoritative, permissive, and 
neglectful. 
Finally, mothers and fathers have specific influences on their adolescent daughters and 
sons (Steinberg, 1990). For example, research shows that mother-son and father-son 
interactions are differently related to son's social, emotional, and academic competence 
(Feldman & Wentzel, 1990; Radin, 1972, 1973). Thus, the model in this study will be run for 
each mother-son, mother-daughter, father-son, and father-daughter dyad, separately. 
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CHAPTERS. METHODS 
Subjects 
This study is part of the Iowa Adolescence Project, a three-wave longitudinal study on 
stress, support, and distress (Lempers & Clark-Lempers, 1988). This study included a total of 
398 adolescents including 198 females and 200 males and their parents at wave 1 (1989). The 
mean age for the adolescents at Time 1 was 12.42 years. At Time 2 (1990), there were 382 
adolescents including 190 females and 192 males and their parents. The mean age for the 
adolescents was 13.43 years at Time 2. At Time 3 (1991), a total of374 adolescents 
including 186 females and 188 males and their parents were still involved in the study. The 
mean age for the adolescents at Time 3 was 14.36 years. 
Twenty-seven school districts were selected randomly and stratified by size of school 
(large versus small) and location of school (northeast, northwest, southeast, southwest) of all 
the state's public school districts with a 6 (elementary school), 2 (junior high), 4 (senior high) 
school structure in a Midwestern state. The parents were contacted by mail through the 
schools. 
The letter sent to the parents described the general nature of this longitudinal research 
project which involved three family contacts over a three-year time-span, requested their 
voluntary participation as a family, and informed them that they would be reimbursed for their 
participation in the study in the amount of S75.00 for each family visit. Criteria for 
participation in the study were that the target child had to be a sixth or eighth grader, there 
had to be two parents (biological, step, or foster) in the home. Families who returned the 
stamped envelope and indicated a willingness to participate and appeared to be eligible were 
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contacted by phone and an appointment was made to visit each family. During this home 
visit, the interviewer provided and reviewed a written description of the projea with all 
participating &niily members so each of them had a clear understanding of the particular 
requirements of the project If the fimuly was still willing to participate, as they all were, 
family members and the interviewer signed a dated statement of informed consent. Of those 
who were eligible, 398 fiunilies agreed to participate. 
Of the 398 fonilies at wave 1,48% were &rm families, and 52% were non-farm 
families. These families came from 22 agriculture-dependent counties typical of the many 
counties that experienced economic stress during the decade of the 1980s (Jolly, 1986; 
Rosenblatt, 1989; Rosenblatt & Keller, 1983). The majority of families were defined middle-
and working-class families according to HoUingshead's (1957) procedure, and based on the 
parents' current occupation, highest grade completed, and socio-economic status. 
Procedure 
The twelve interviewers for this project were recruited by the Survey Section of the 
Statistical Laboratory at Iowa State University. The Survey Section conducted training 
workshops with the interviewers for this particular project to ensure uniformity of interview 
administration procedures. 
During the first home visit, after the interviewer had reviewed the project and the 
participating fiunilies had signed the informed consent form, the interviewer instructed the 
mother, the father, the target child, and the sibling on how to respond to their respective 
questionnaires. Each was asked to carefully read the instructions accompanying each set of 
questions in the questionnaire and, if needed, to request clarification from the interviewer. 
J. 
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Each participant in the family was asked to go to a separate room, if possible, to answer his or 
her questionnaire. After each partidpant finished, the interviewer checked to make sure all 
questions were answered and, if not, requested the respondent to provide his or her best 
answer. After all partidpants finished and the interviewers had checked to see all questions 
had been answered, the interviewer thanked the family for their partidpation, provided them 
with the reimbursement for their time and effort, and informed them that the Survey Section 
would contaa the family for two more visits. Total time needed for each visit varied from 1 
to 1 1/2 hours per family. 
Measures 
Parental depression 
Parental depression was measured by Pearlin, Lieberman, Menaghan, and MuUan's 
(1981) Depression Scale. The scale consists of nine items (see Appendix A). The assessment 
of depression is based on parents' reports of how frequently in the preceding month they had 
experienced each of the nine stated symptoms. Responses range from 1 = never, to 4 = 
sometimes, to 7 = very often. CoefiBdent alphas for fathers' depression are .823, .876, and 
.877 at Time 1,2, and 3, respectively. For mothers' depression, the alphas are .873, .887, and 
.898 for Time 1,2, and 3, respectively. 
Parental marital happiness 
The parents' marital relationship was assessed by seven questions taken from Spader's 
(1976) Dyadic Adjustment Scale and Booth, Johnson, and Edwards' (1983) Marital Instability 
Index (see Appendix B). The first two of these questions dealt with each respondent's degree 
of happiness with the marital relationship and with the respondent's perception of his/her 
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partner's degree of happiness with the marital relationship as assessed on a 7-point scale from 
extremely unhappy to extremely happy. The remaining five questions asked whether each 
parent thought his/her marriage to be in trouble, if each had thought about separation or 
divorce, or had discussed these with each other or with a close friend or had talked about 
consulting an attorney about these. Each parent responded to these questions, using the 
following 4-point scale: 1 = never; 2 = yes, prior to the last 3 years; 3 = yes, within the last 3 
years; or 4 yes, within the last 3 months. Coefficient alphas of the marital happiness 
questionnaire for fathers were .85, .84, and .86 at Time 1, 2, and 3, respectively. For 
mothers' marital happiness, the alphas were .87, .88, and .88 at Time 1,2, and 3, respectively. 
Parents education 
Parental education was measured by the responses to the parental education 
questionnaire reported by parents (see Appendix C). Possible responses range from 1 == first 
grade to 20 = PhJD., MJ5., JJD., DJD.S., or equivalent. 
Parental behaviors 
Items from Schaefer's (1965) Children's Report of Parent Behavior Inventory and 
Roberts, Block, and Block's (1984) parenting scales were used to seek information from the 
adolescents on parental behavior. Each adolescent indicated on a standard five-pomt Likert 
scale (1 = never, 2 = seldom, 3 = sometimes, 4 = often, 5 = very often) how he/she perceived 
the behaviors of his/her mother and his/her &ther toward to him/her (see Appendix D). 
Principal axis frictor analyses with varimax rotation were conducted on the items of 
parental behaviors separately for fathers and mothers at each of the three years (see Table 1 to 
Table 6). Three factors merged: parental nurturance, parental monitoring, and parental 
Table 1 
Factor Analytic Results for the Paternal Behaviors with Varimax Rotation at Time 1 
Item Description Factor 1 Factor 2 Factor 3 
(Nurturance) (Strictness) Monitoring) 
Item 1 .78 
Item 2 .79 
Item 3 .44 
Item 4 .76 
Items .36 
Item 6 .47 
Item? .41 
Item 8 .74 
Item 9 .66 
Item 10 .36 -34 
Item 11 .36 .71 
Item 12 .73 
Item 13 .68 
Item 14 .52 
Item 15 .52 
Item 16 .65 
Item 17 .61 
Item 18 .66 
Item 19 .81 
Item 20 
Item 21 .41 
Table 2 
Factor Analytic Results for the Paternal Behaviors with Varimax Rotation at Time 2 
Item Description Factor I Factor 2 Factor 3 
(Nurturance) (Monitoring) (Strictness) 
Item I .78 
Item 2 .81 
Item 3 .69 
Item 4 .79 
Item 5 .42 
Item 6 .49 
Item 7 .39 
Item 8 .77 
Item 9 .79 
Item 10 .51 
Item 11 .38 .72 
Item 12 .72 
Item 13 .69 
Item 14 .46 
Item IS .45 
Item 16 .71 
Item 17 .63 
Item 18 .68 
Item 19 .79 
Item 20 
Item 21 
Table 3 
Factor Analytic Results for the Paternal Behaviors with Varimax Rotation at Time 3 
Item Description Factor 1 Factor 2 Factor 3 
(Nurturance) (Monitoring) (Strictness) 
Item 1 .81 
Item 2 .86 
Item 3 .35 
Item 4 .78 
Item 5 .37 
Item 6 .55 
Item 7 .40 
Item 8 .72 
Item 9 .70 
Item 10 .55 
Item 11 .43 .70 
Item 12 .68 
Item 13 .62 
Item 14 .48 
Item IS .44 
Item 16 .66 
Item 17 .69 
Item 18 .70 
Item 19 .81 
Item 20 
Item 21 
Table 4 
Factor Analytic Results for the Maternal Behaviors with Varimax Rotation at Time 1 
Item Description Factor 1 Factor 2 Factor 3 
(Nurturance) (Strianess) (Monitoring) 
Item I .79 
Item 2 .77 
Item 3 .51 
Item 4 .34 .51 
Item S .33 
Item 6 .65 
Item? .57 
Item 8 .69 
Item 9 .29 
Item 10 .30 
Item 11 .70 
Item 12 .66 
Item 13 .41 
Item 14 .35 
Item IS 
Item 16 .59 
Item 17 .54 
Item 18 .68 
Item 19 .79 
Item 20 .54 
Item 21 .60 
Tables 
Factor Analytic Results for the Maternal Behaviors with Varimax Rotation at Time 2 
Item Description Factor 1 Factor 2 Factor 3 
(Nurturance) (Monitoring) (Strictness) 
Item I .81 
Item 2 .79 
Item 3 .59 
Item 4 .66 
Item S .32 
Item 6 .40 
Item 7 .57 
Item 8 .73 
Item 9 
Item 10 .48 
Item 11 .65 
Item 12 .73 
Item 13 
Item 14 
Item 15 
Item 16 .62 
Item 17 .63 
Item 18 .65 
Item 19 .80 
Item 20 .57 
Item 21 .69 
Table 6 
Factor Analytic Results for the Maternal Behaviors with Varimax Rotation at Time 3 
Item Description Factor 1 Factor 2 Factor 3 
(Nurturance) (Monitoring) (Strictness) 
Item 1 .77 
Item 2 .83 
Item 3 .56 
Item 4 .67 
Item 5 .39 
Item 6 .61 
Item 7 .49 
Items .78 
Item 9 
Item 10 .51 
Item 11 .76 
Item 12 .68 
Item 13 .47 
Item 14 
Item 15 
Item 16 .64 
Item 17 .51 
Item 18 .67 
Item 19 .77 
Item 20 .62 
Item 21 .79 
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strictness. The items on each of the three factors were combined into six composite variables 
for Others and mothers for each of the three waves, i.e., father's nurturance, mother's 
nurturance; Other's monitoring, mother's monitoring; father's strictness, and mother's 
strictness. A loading of .3 or higher was required for an item to be retained. 
The composite variable of parental nurturance was made up of the raw scores of the 
following eight items: (1) Let you know you were appreciated, loved, and respected, (2) Say 
nice things to you, (5) Make her/his whole life center around you, (8) Feel proud of the things 
you did, (12) Listen to. your ideas and opinions, (16) Tell others about the good things you 
did, (18) Show interest in what you were learning in school, (19) Give you a lot of care and 
attention. To assess the internal consistency of each composite score, Cronbach's alpha was 
used. Cronbach's alphas were .88, .90, and .90 for Others at Time 1, Time 2, and Time 3, 
respectively; and alphas were .86, .88, and .89 for mothers at Time 1, Time 2, and Time 3, 
respectively. 
A composite measure of parental monitoring was formed by the raw scores of the 
following four items: (4) Want to know exactly where you were and what you were doing, 
(10) Provide supervision and check up on you, (11) Take an interest in where you were going 
and who you were with, (17) Tell you what time to be home when you went out. Internal 
consistency of the scale was acceptable for fathers (alpha = .78, .83, and .83 for Time 1, Time 
2, and Time 3, respectively) and mothers (alpha = .67, .73, and .74 for Time I, Time 2, and 
Time 3, respectively). 
A composite score of parental strictness was made up of the raw scores of the 
following four items: (6) Threaten punishment more often than she/he used it, (9) Scold you 
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for disobeying or misbehaving, (13) Get angry and yell at you, (14) Punish you by grounding 
you or sending you to your room. Cronbach's alphas of this indicator for fathers were .69, 
.74, and .74 at Time 1, Time 2, and Time 3, respectively, and for mothers .71, .72, and .75 at 
Time 1, Time 2, and Time 3, respectively. 
Children's academic orientation 
Children's academic orientation was assessed on the basis of the adolescents' 
responses to the following four items. The first item was : How hard do you work in school? 
The scoring of this item was as followed: 1 = as hard as possible; 2 = hard; 3 = so-so; 4 = not 
very hard; S = as little as possible. The second item was : How important is it to you to do 
well in school? The child responds to this item is on a S-point continuum: 1 = very important; 
2 = somewhat important; 3 = neither important or unimportant; 4 = somewhat unimportant; S 
= veiy unimportant. The third item was : How far would you like to go in school? Scoring of 
the child's responses was as followed: 1 = finish high school; 2 = finish vocational school; 3 = 
finish a 4-year college or university; 4 = finish a graduate college or professional program; 6 = 
as far as it takes to reach profession chosen; 9 == D. K. The fourth item was : How likely is it 
that you will go that far in school? Scoring of the child's responses was as followed: 1 = very 
likely; 2 = fairly likely; 3 = not likely or unlikely; 4 = fairly unlikely; 5 = very unlikely. The 
coefiBcients alphas for this indicator were .37, .36, and .S3 for boys at Time 1,2, and 3, 
respectively. For girls, the Cronbach's alphas were .31, .60, and .42 at Time 1, 2, and 3, 
respectively. 
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Children's self-esteem 
Adolescents' self-esteem was determined by administering the Rosenberg (1965) self-
esteem scale (see Appendix E). Responses on each item range from 1 = strongly disagree, 2 = 
disagree, 3 = agree, to 4 = strongly agree. Cronbach's alphas for this indicator were .75, .79., 
and .81 for the boys at Time 1,2, and 3, respectively. For the girls, the Cronbach's alphas 
were .82, .87, and .88 at Time 1, 2, and 3, respectively. 
Children's social adjustment. 
Children's social adjustment was based on the adolescents' responses to the following 
items: (1) How well do you get along with your teacher(s)?; (2) How well do you get along 
with your classmates?; and; (3) How well do you get along with your guidance counselor(s)? 
The child responds to each item on a 5-point continuum (1 = very well, 2 = fairly well, 3 = not 
well or not poor, 4 = fairly poor, 5 = very poor). The Cronbach's alphas were .46, .46, and 
.41 for the boys at Time 1, 2, and 3, respectively. For the girls, the Cronbach's alphas were 
.40, .51, and .48 at Time I, 2, and 3, respectively. 
Children's academic achievement 
Adolescents' academic achievement was measured by their grade point average from 
official school records. The grade scale is as followed: A = 4.0; A- = 3.7; B+ = 3.3; B = 3.0; 
B- = 2.7; C+ = 2.3; C = 2.0; C- = 1.7; D+ = 1.3; D = 1.0; D- = 0.7; F = 00. 
Plan of Analyses 
The Statistical Package for the Social Sciences (SPSS) was utilized for the descriptive, 
correlational and MANOVA analyses in this study. AMOS was used to test the hypothesized 
structural equation model. 
i' 
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There are several facets of developmental changes that have been suggested and 
investigated by researchers (Block, 1971; Caspi & Bern, 1990; Simmons & Blyth, 1987). One 
concerns the direction of age-related change in an attribute. To address this question, the 
researcher can investigate change in group means over time, and look at the sample as a whole 
or at subsamples (e.g., males or females). 
To investigate changes over time, I will examine changes in mean-level in parental 
behaviors, children's academic orientation, children's social adjustment, children's self-esteem, 
and children's academic achievement over time. Three (time of measurement) by 2 (gender) 
by 2 (grade) repeated measures MANOVAs will be used to investigate change over time. 
Repeated measures designs are those that perform a sequence of observations on each subject. 
A second developmental issue deals with the longitudinal consistency of interindividual 
differences. That is, to what degree is the ordering of individuals on a variable maintained 
over time. Thus, in this study both the autocorrelations as well as the heterocorrelations of 
the variables over time will be investigated. 
To explore the ordering consistency of all the variables over time, Pearson-product 
moment correlations will be calculated for all variables over time. 
Finally, as shown in Figure 1, one objective of the present study is to investigate if 
parental education, parental depression, and marital relationship influence parental behaviors, 
and whether parental depression, marital relationship as well as parental education have an 
indirect effect, through parenting, on children's developmental outcomes. 
The other objeaive of this study is to examine the direct as well as indirect influences 
of parenting behaviors on children's academic achievement, the indirect effects hypothesized 
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to come about through the eflfects of parental behaviors on children's academic orientation, or 
children's self-esteem, or children's sodal-emotional adjustment, which then a£fects children's 
academic achievement. According to Baron and Kenny (1986), a mediator variable is a third 
variable that "represents the generative mechanism through which the focal independent 
variable is able to influence the dependent variable of interest." (1986, pp. 1173). Thus, three 
possible mediating variables, children's academic orientation, children's self-esteem and 
children's social-emotional adjustment, will be evaluated. 
AMOS was utilized to test the hypothesized structural equation model. Structural 
equation modeling has several advantages which are identified by several researchers. First, 
the major advantage of structural equation modeling is that the simultaneous factor and 
regression analyses take into account measurement error. Secondly, another advantage of 
structural equation modeling is that it provides fit statistics that help to evaluate the adequacy 
of the model to account for the data. Finally, a third advantage of structural equation 
modeling is that one can make multiple model comparisons and thereby comparatively assess 
alternative conceptual models. 
There are two major subsystems in structural equation modeling: the measurement 
model and the structural model. The measurement model includes equations that link the 
latent variables to the measured or manifest variables. The structural model consists of the 
structural equations that summarize the relationships in hypothesized ordering and causality 
between latent variables. The present study only evaluates the structural model; it is, 
therefore, assumed that the manifest variables are perfea indicators of the latent constructs, a 
basic premise of path analysis. 
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For the analysis of the structural model, the path coefficients were considered 
significant when the t-test associated with the path coefficients was larger than 1.96. In 
addition, the Chi-square goodness of fit statistics, the Goodness of Fit Index (GFI) and the 
Adjusted Goodness of Fit Index (AGFI) were utilized to see how well the hypothesized model 
fits the data. Values of these indices close to 1.0 indicate a very good fit and values of at least 
.90 are suggestive of models that adequately fit the data. 
Further, the baseline model and the fiilly recursive model are evaluated to see how well 
each of these model fits the data. A baseline model is a model in which no relationships 
between the latent constructs are hypothesized to exist; a fiilly recursive model is a model in 
which all latent constructs are hypothesized to be intercorrelated in a unidirectional way. 
These evaluations reveal a comparison for assessing the adequacy of the theoretically 
interesting model. The goal of these analyses is to find the most parsimonious model that still 
fits the data well. To establish improvement of model fit or proportionate reduction in error 
for the theoretically hypothesized model over the baseline model, the change in Chi-square 
and Bentler and Bonett's Normed Fit Index (BoUen, 1989) are used. The normed fit index 
measures the proportionate reduction in the fitting fiinction or chi-square values when moving 
fi'om a baseline model (null model of independence) to the least restrictive model (i.e., fiilly 
recursive model) (BoUen, 1989). The normed fit index can also be seen as the incremental 
improvement in fit for the fully recursive model relative to the baseline model. If the 
theoretically interesting model reduces the significantly compared to the baseline model, 
and the difference between the theoretically interesting model and the fiilly recursive 
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model is not significant, then the theoretically interesting model is a better fitting and more 
parsimonious model for accounting for the data. 
To explore the gender differences in the &mily system, the model testing will be 
conducted for each of the parent-child dyads: father-son, father-daughter, mother-son, and 
mother-daughter 
i 
j 
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CHAPTER 4. RESULTS 
In order to investigate the stability and consistent of the variables in this study across 
time, the first set of analyses used Pearson correlations to examine the relation between the 
various variables both cross-sectionally and longitudinally. The second set of analyses, 3 (time 
of measurement) by 2 (gender) by 2 (grade) repeated measures MANOVAs, were conducted 
to investigate changes in mean-level for all vanables over time. In the final seaion of 
analyses, AMOS was used to evaluate the structural equation model. 
Cross-sectional Correlations 
The zero-order cross-sectional correlations among all the study variables used in this 
research were presented for each wave (1989, 1990, and 1991) separately. Correlations that 
are significant at the conventional p-levels of .OS, .01, and .001 are reported in order to 
facilitate comparison with other studies. 
Time 1 cross-sectional correlations 
Paternal variables and paternal behavior at Time 1 
As shown in Table 7, father's education was related to paternal nurturance and 
monitoring behaviors. There were no significant relationships between father's depression and 
any paternal behaviors (nurturance, monitoring, strictness) nor were Other's marital happiness 
and any paternal behaviors correlated. 
Father's depression was negatively assodated with father's marital happiness; in 
addition, Other's depression was positively related to mother's depression and negatively 
related to mother's marital happiness. The results also showed that father's depression was 
Table? 
Correlation Table for Study Variables at Time 1 
Variable 1 2 3 4 5 6 7 
1. Father's Depressioa 
2. Father's Marital Happiness 
3. Father's Educatioa -.09 -.07 
4. Father's Nuiiuianoe -.09 .08 .12* 
5. Father's Monitoring -.08 .02 .17** .48*** 
6. Father's Strictness -.05 -.08 .04 -.07 2S*** 
7. Mother's Depression .18*** '24*** -.08 -.11* -.04 .05 
8. Mother's Marital Happiness '23*** .66*** .03 .13** -.02 -.14** -.45*** 
9. Mother's Education -.01 -.05 .53*** .09 .II* .008 -.05 
10. Mother's Niuturance -.06 .06 .08 J5*** 44*** -.03 t b
 
00
 
11. Mother's Mbnitofing -.02 -.01 .16*« .36*** .69*** .28**» -.10* 
12. Mother's Strictness .008 -.05 .07 -.02 .17*** .62**» .002 
13. Child's Academic Orientation -.02 -.03 .24*** 2S*** .18*** -.01 1 b
 
14. Child's Self-esteem 
-A2* .04 .08 .36*** 22*** -.14«» -.13* 
15. Child's Social Adjustment -.06 .07 .09 .3l»»* .10 -.21*» -.12 
16. Child's CPA .03 .002 .24**» .09 .03 -.04 -.11 
* p ^ . 0 5  
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8 9 10 11 12 13 14 15 Mean SD 
23.70 8.15 
25.14 4.17 
13.30 2.16 
27.28 6.07 
12.37 3.80 
9.65 3.04 
25.15 9.53 
24.93 4.99 
-.002 13.26 1.71 
.04 .07 29.07 5.44 
-.01 .07 40»«# 13.51 3.50 
-.06 .08 -.12* .29*** 10.05 3.20 
.06 .21**» .22*** -.06 16.00 1.73 
.07 .07 .39*** .16*** -.22*** .33*** 30.21 3.97 
.09 .02 .29*** .09 -.25*** .37*** .31»** 13.63 1.37 
.04 22*** .11 .09 .03 .40*** .23*** .25*** 28.74 7.04 
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negatively associated with child's self-esteenL Father's education was related to mother's 
education as well as mother's monitoring behavior. Of particular interest, the results indicated 
that father's education level was positively associated with child's academic orientation and 
child's academic achievement as represented by child's grade point average. 
Paternal behavior and children's outcomes at Time 1 
For the correlations between paternal behaviors and children's outcomes, the results 
showed that paternal nurturance behavior was positively related to children's academic 
orientation, self-esteem, and sodal adjustment, but not to children's grade point averages. 
Paternal monitoring behavior also positively associated with children's academic orientation as 
well as children's self-esteem. Negative associations were revealed both between paternal 
strictness behavior and children's self-esteem and between paternal strictness and children's 
social adjustment. 
Maternal variables and maternal behavior at Time 1 
As Table 7 shown, mother's depression was negatively related to maternal monitoring 
behavior, but not to maternal nurturance and strictness behaviors. Mother's depression was 
negatively associated with child's self-esteem as was Other's depression. There were no 
significant relationships between mother's marital happiness and maternal nurturance, 
maternal monitoring, and maternal strictness behaviors. Mother's education also was not 
related to any maternal behaviors. However, mother's education was positively associated 
with child's academic orientation as well as child's grade point average. Thus, both paternal 
and maternal education level had significant relationships with child's academic orientation 
and child's grade point average. 
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Maternal behaviors and children's outcomes at Time 1 
In Table 7, the results of correlational analyses showed that mother's nurturance 
behavior were positively related to children's academic orientation, self-esteem, and social 
adjustment, but not to children's grade point averages. Positive associations were also 
evident between mother's monitoring behavior and children's academic orientation and 
children's self-esteem. On the other hand, maternal strictness behavior was negatively related 
to children's self-esteem and children's social adjustment. Thus maternal behaviors, i.e., 
mother's nurturance, monitoring, and strictness, were not correlated significantly with 
children's grade point average, but were positively or negatively assodated with children's 
academic orientation, self-esteem and sodal adjustment. 
Correlations of children's outcome variables at Time 1 
For children's outcome variables, findings generally revealed positive relationships 
among these variables. As Table 7 showed, child's academic orientation was positively 
related to child's self-esteem, child's sodal adjustment, and child's grade point average. In 
addition, child's self-esteem was positively assodated with child's social adjustment and 
child's grade point average. A similar positive relation also was found between the child's 
sodal adjustment and child's grade point average. 
Time 2 cross-sectional correlations 
Paternal variables and paternal behaviors at Time 2 
As Table 8 showed, Other's depression was positively associated with paternal 
strictness behavior at Time 2. The findings also indicated that father's marital happiness was 
positively associated with paternal nurturance behavior at Time 2. Consonant with the 
Tables 
Correlation Table for Study Variables at Hme 2 
Variable 1 2 3 4 5 6 7 
1. Father's Dq)iesaoa 
2. Father's Miuitai Happiness '34*** 
3. Father's Education 
-.02 -.05 
4. Father's Nuitmanoe 
-.04 .11* .15»* 
S. Father's Monitoring 
-.05 .05 .15** .53*** 
6. Father's Strictness 
.11* -.08 .02 -.08 .27*** 
7. Mother's Depiession 
.n*** -.27*** --15** -.ll^ .05 
8. Mother's Marital Happiness 'J2*** .63*** -.02 .13* -.06 -.48^** 
9. Mother's Education 
-.05 -.02 .53*** .10 .07 .02 -.03 
10. Mother's Niiituiance 
-.01 -.07 .12* .70*** .43*** -.12* -.13*» 
11. Mother's Monitoring 
.003 -.001 .14** .35*** .66*** .22*** -.05 
12. Mother's Strictness 
.02 -.09 .07 -.03 .14** .58*** .04 
13. Child's Academic Orientation 1 b
 
.06 22*** .24*** .17»^* -.13* -.08 
14. Child's Self-esteem 
-.21*** .15»» .10* .30*** ,.20*** -.17*** 
15. Child's Social Adjustment 
-.02 .04 .05 .27*** .23*** -.06 -.07 
16. Chfld'sGPA 
-.04 .04 .20*** .06 .07 -.07 -.04 
* p < . 0 5  • * * p ^ . 0 0 l  
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8 9 10 11 12 13 14 15 Mean SD 
23.10 9.09 
25.24 4.55 
13.30 2.16 
26.04 6.19 
12.63 3.87 
9.46 3.04 
26.29 10.07 
24.55 5.21 
-.04 13.26 1.71 
.04 .09 28.47 5.61 
.04 .09 .26*** 14.18 3.41 
-.02 .08 -.19*** .27*»^ 10.17 3.14 
.01 .10 .34*** .14»* -.15*» 16.12 1.84 
.09 .04 .39*** .11^ -.21*** .23*** 30.40 4.45 
.02 -.01 .33*** .24*** -.11 .42*** .20*** 13.69 1.26 
.04 .21*** .16** .10 .03 .44*** .14* .16* 27.80 7.83 
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findings at Time 1, Other's education was positively related to paternal nurturance and 
paternal monitoring behaviors at Time 2. 
Similar to the results at Time 1, father's depression was negatively related to child's 
self-esteem. It is interesting to find that both paternal marital happiness and paternal 
education were positively related to children's self-esteent In addition, consistent with the 
findings of Time 1, father's education was positively related to both children's academic 
orientation and children's grade point averages. 
Paternal behaviors and children's outcomes at Time 2 
Father's nurturance behavior was positively associated with child's academic 
orientation, child's self-esteem and child's social adjustment at Time 2, the same as at Time 1. 
Father's monitoring behavior was also positively related to child's academic orientation, 
child's self-esteem and child's social adjustment. In contrast, paternal strictness behavior was 
negatively related to child's academic orientation as well as to child's self-esteem. In sum, 
paternal nurturance and monitoring behaviors had moderately positive relationships with 
child's academic orientation, child's self-esteem and child's social adjustment, whereas 
paternal strictness correlated negatively with child's academic orientation and child's self-
esteem. The results also showed that there was no significant relationships between any 
paternal behavior and child's grade point average. 
Maternal variables and maternal behaviors at Time 2 
As Table 8 showed, mother's depression was negatively related to maternal nurturance 
behavior at Time 2. However, in contrast to the findings for fathers, both mother's marital 
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happiness and mother's education were not related to any of the maternal behaviors of 
nurturance, monitoring, and strictness at Time 2. 
As was the case for father's depression and child's self-esteem, mother's depression 
was also negatively correlated with child's self-esteem. Mother's education was positively 
related to child's grade point average at Time 2 as father's education did at Time 1 and Time 
2. 
Maternal behaviors and children's outcomes at Time 2 
Mother's nurturance behavior was positively related to child's academic orientation, 
child's self-esteem, child's social adjustment and child's grade point average at Time 2. 
Maternal monitoring behavior was also positively associated with child's academic 
orientation, child's self-esteem and child's social adjustment but not with child's grade point 
average. Mother's strictness behavior was negatively correlated with child's academic 
orientation and child's self-esteem. Thus, maternal nurturance behavior at Time 2 had 
positive relationships with all child's outcomes variables, including child's grade point 
average. Maternal monitoring behavior had the same relationships with child's outcomes 
variables as paternal monitoring behavior did. The results at Time 2 showed that there was a 
positive relationship between maternal monitoring behavior and child's outcomes variables 
except child's grade point average. Like paternal strictness, maternal strictness behavior had 
negative correlation with child's academic orientation and child's self-esteem at Time 2. 
Correlation of children's outcome variables at Time 2 
Consistent with the findings at Time 1, child's academic orientation at Time 2 had 
positive relationship with child's self-esteem, child's social adjustment and child's grade point 
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average. The relationships among these child's outcomes variables at Time 2 were positive 
and significant, the same as at Time L 
Time 3 cross-sectional correlations 
Paternal variables and paternal behaviors at Time 3 
As shown in Table 9, Other's depression was positively related to paternal strictness 
behavior at Time 3. Father's marital happiness was positively associated with paternal 
nurturance behavior. In addition, father's education was positively related to paternal 
nurturance as well as paternal monitoring behaviors at Time 3. 
It is interesting that Other's marital happiness was negatively related to mother's 
strictness behavior at Time 3. Besides, similar to the findings at Time 2, Other's education 
was positively associated with both paternal and maternal nurturance and monitoring 
behaviors. 
Consistent with the results at both Time 1 and Time 2, Other's depression had a 
negative correlation with child's self-esteem at Time 3. Father's marital happiness at Time 3 
was positively related to chfld's self-esteem, as was the case at Time 2, but not at Time 1. 
Consistent \mth the findings at Time 1 and Time 2, father's education was positively 
associated with child's academic orientation and child's grade point average at Time 3. 
Father's education was also positively related to child's self-esteem at Time 3, as it was at 
Time 2, but not at Time 1. 
Table 9 
Correlation Table for Study Variables at Time 3 
Variable I 2 3 4 5 6 7 
1. Father's Dqiiesskm 
2. Father's Marital HqipiiKis 
-.40*** 
3. Father's Education 
.03 -.07 
4. Father's Niuturance 
-.07 .12* .20*** 
5. Father's Monitoring 
-.03 -.02 .19*** .53*** 
6. Father's Strictness 
.16** -.07 -.03 -.08 .23**» 
7. Mother's Depression 
.20*** -.28*** -.01 -.10 -.07 .12* 
8. Mother's Marital Happiness 
-.27*** .68*** -.06 .17»»* .03 -.10 -.45»** 
9. Mother's Education 
.03 -.01 .53*** .12* .08 -.01 -.04 
10. Mother's Nuiturance 
-.03 .08 .14*» .64^*» .32*»^ -.11* -.11^ 
11. Mother's Monitoring 
.001 -.01 20**» .27*** .59*»» .16»* -.07 
12. Mother's Strictness 
.08 -.15** .06 '.IS** .05 .60*** .11^ 
13. Child's Academic Orientation 
-.01 .05 .24*** .2i*** .15»* -.06 -.05 
14. Child's Self'Csteem 
-.11* .13* .10* .35*** .19*** .29*** ..14^* 
15. Child's Social adjustment 
-.08 .06 .06 .27*** .1%*** -.11 -.08 
15. Child's CPA 
-.09 .10 .27*** .17** .06 -.08 -.05 
* p ^ . O S  * * * p ^ . Q O l  
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8 9 10 11 12 13 14 15 Mean SD 
22.89 8.85 
25.09 4.90 
13.30 2.16 
25.46 6.27 
12.69 3.93 
9.31 3.00 
26.25 10.33 
24.72 5.10 
-.05 13.26 1.71 
.04 .10 27.71 5.73 
.04 AS** 38»»» 14.54 3.44 
-.09 .09 -.25*** .26*** 10.06 3.30 
.06 .11* .34»** .23*** -.07 16.08 1.90 
.10 .04 .39*** .21*** -.23*** .28*** 31.10 4.39 
.03 -.04 .32*** .19*** '.n** .39*** .34*** 13.66 1.23 
.11 .23*** .20*** .14* -.09 .51*** .20*** .24*** 28.60 7.52 
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Paternal behaviors and children's outcomes at Time 3 
Father's nurturance behavior was positively correlated with child's academic 
orientation, child's self«steem, child's social adjustment, and child's grade point average at 
Time 3. Consistent with the findings at Time 2, paternal monitoring behavior was positively 
associated with child's academic orientation, child's self-esteem and child's social adjustment. 
As shown in Table 9, there was a negative correlation between paternal strictness behavior 
and child's self-esteem at Time 3. 
Maternal variables and maternal behaviors at Time 3 
Mother's depression was negatively related to maternal nurturance behavior and 
positively associated with maternal strictness behavior at Time 3. Mother's education was 
positively related to maternal monitoring behavior. In contrast to father's marital happiness, 
there was no significant relationships between mother's marital happiness and any maternal 
behaviors at the three waves (see Table 7, 8, 9). 
Consonant with the findings at both Time 1 and Time 2, mother's depression was 
negatively related to child's self-esteem at Time 3. There was a consistent negative 
correlation, for both father and mother, between parental depression and child's self-esteem 
fi'om Time I to Time 3. As shown in Table 9, mother's education was positively related to 
child's academic orientation and child's grade point average at Time 3, the same as at Time 1. 
Like father's education, mother's education also exhibited a consistent positive relationship 
with child's grade point average at each of the three waves. 
79 
Maternal behaviors and children's outcomes at Time 3 
Consistent with the results at Time 2, maternal nurturance behavior showed positive 
correlations with children's academic orientation, self-esteem, social adjustment and grade 
point average as predicted. Maternal monitoring behavior was also positively related to 
children's academic orientation, self-esteem, social adjustment and grade point averages. 
Consonant with the findings at Time 1, maternal strictness behavior was negatively associated 
with children's self-esteem, and children's social adjustment. 
Correlations of children's outcome variables at Time 3 
Consistent with the findings at Time 1 and Time 2, there were positive relationships 
between the three children's outcome variables. 
Cross-Lagged Correlations 
The longitudinal consistency of individual differences in all variables was assessed by 
intercorrelating the variables between Time 1 and Time 2; Time 2 and Time 3; and Time 1 and 
Time 3. Correlations that are significant at the conventional p-levels of .OS, .01, and .001 are 
reported in order to facilitate comparison with other studies. 
Cross-lagged correlations between Time I and Time 2 variables 
Concerning longitudinal consistency of the parental variables, the parenting behaviors 
and the child's outcomes variables fi-om Time 1 to Time 2, the values along the diagonal 
showed a moderate to strong degree of stability over 1 years (Time 1 to Time 2) in paternal 
and maternal behaviors (see Table 10). The autocorrelations for paternal nurturance, paternal 
monitoring, and paternal strictness behaviors were .64, .52, and .55, respectively. The 
autocorrelations were .66, .52, and .57 for maternal nurturance, maternal monitoring and 
Table 10 
Correlation Table of Time 1 and Time 2 Variables 
Time 1 Variables 
Time 2 Variables I 2 3 4 5 6 
1. Father's Oepiessiaa -.33*»» -.02 -.04 .04 .08 
2. Father's Miarital Happiness (.78**») -.05 .07 .02 -.04 
3. Father's Education -.09 -.07 (1.00) -12* .17**» .04 
4. Father's Nuftiuance -.12* .10 .15** (.64*»*) .34**« -.08 
5. Father's Monitoring -.15*» -.02 .15** .40*** (.52***) .14** 
6. Father's Strictness .04 -.17*** .02 -.09 .14»* (.S5***) 
7. Mother's Depression -.26*** .11* -.14** -.12* .03 
8. Mother's Marital Happiness .59**» .02 .12* .05 -.05 
9. Mother's Education -.01 -.05 .53*** .09 .11* .01 
10. Mother's Nurturance -.08 .05 .12* J3*** .29**» -.09 
11. Mother's Monitoring -.08 .01 .14** J3*** .45*** .11» 
12. Mother's Strictness .003 ..11» -07 -.04 .10 .43*»* 
13. Child's Academic Orientation -.08 .02 jn*** .17*»* .07 -.12* 
14. Child's Self-esteem .12* .10« .31**» .17*** -.10* 
15. Child's Social adjustment -.09 .003 .05 .10 -.08 
16. Child's GPA .04 -.003 .20**» .08 .02 -.04 
Values in parentheses indicate stability of the variables from Time 1 to Time 2. 
• p s .05 **p^ .01 p < .001 
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Time 1 Variables 
7 8 9 10 11 12 13 14 15 16 
"!o9 ^!O5 35 !O2 35 To* !O6 TO! 
-.20*** .54*** -.02 .03 -.07 -.02 -.04 .03 .07 .07 
-.08 .03 J3**» .08 .07 24*** .08 .09 .24««* 
..10» .17*** .10 .48*** 26*** -.12* 24*** 29*** .18** .11 
-.06 .05 .07 29*** 39*** .00 .12* 21*** .19** .04 
-.003 -.I9»** .02 -.09 .13« .39**» -.06 -.18»»» -.21»»* -.03 
(.64»«*) -.44»** -.03 -.13* -.14«* .05 -.ll» -.15»* -.08 -.05 
-.34*** (.79***) -.04 .03 .01 -.03 .03 .03 -.01 .02 
-.05 -.002 (1.00) .07 .07 .08 .21»»» .08 .02 .22»»  ^
-.07 .03 .09 (.66**«) 27*** -.19*** .29*** .38*** .28*** .15** 
-.01 .05 .09 .30*»* (.52***) .13** .15« .19«» .20»* .07 
-.02 -.04 .08 -.15*» .17^«» (.57«*«) .001 -.17*** -.24**« .12» 
-.07 .07 .10 .19»** .13^» -.12* (.54«»») .32*** .27*** .42*** 
-.08 .11« .04 .34*** .!!• -.15»* .20*»« (.66»»«) .30«»» .15« 
-.05 .00 .01 .23»*» .14* .00 28*** .13  ^ (.44***) .14* 
-.04 .10 .21*«* .11 .06 -.01 .43«»* .22*** .27*** (.73***) 
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maternal strictness respectively. Moderate to strong levels of stability were obtained for 
paternal depression (r = .67), maternal depression (r = .64), child's academic orientation (r = 
.54), and child's self-esteem (r = .66). High levels of stability were obtained for paternal 
marital happiness (r = .78), maternal marital happiness (r - .79), and child's grade point 
average (r = .73). 
Paternal nurturance behaviors at Time 1 were weakly to moderately and positively 
related to level of child's academic orientation, child's self-esteem and child's social 
adjustment one year later (r's ranged from .17 to .31). Maternal nurturance behaviors at Time 
1 were also weakly to moderately predictive of level of child's academic orientation, child's 
self-esteem and child's sodal adjustment at Time 2 (r's ranged from .19 to .34). The results 
also showed that paternal monitoring behavior at Time 1 was weakly and positively related to 
child's self-esteem one year later (r =. 17), and that maternal monitoring behavior at Time 1 
was weakly and positively related to level of child's academic orientation, child's self-esteem 
and child's social adjustment at Time 2 (r = .13, .11, .14, respectively). In addition, paternal 
strictness behavior at Time 1 was weakly and negatively related to child's academic 
orientation, and child's self-esteem one year later (r's ranged from -. 10 to -. 12). Similarly, 
maternal strictness behavior at Time I was negatively related to child's academic orientation 
and child's self-esteem at Time 2 (r's ranged from -. 12 to -.15). 
As shown in Table 10, paternal depression at Time 1 was negatively related to paternal 
nurturance and monitoring behaviors (r = -.12, and r = -.15, respectively) one year later. 
Paternal marital happiness at Time I was negatively related to paternal strictness behavior at 
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Time 2 (r = .-17). On the other hand, both maternal depression and marital happiness at Time 
1 were not related to any maternal behaviors one year later. 
Table 10 also showed that higher levels of child's academic orientation, self-esteem 
and child's sodal adjustment at Time 1 were related to higher child's grade point average one 
year later (r's were .43, .22, .27, respectively). 
Results above the diagonal in Table 10 showed that some of the Time 1 child's 
variables (child's academic orientation, child's self-esteem, child's social adjustment and 
child's grade point average) were modestly related to Time 2 predictive variables (parental 
nurturance, monitoring, and strictness behaviors), suggesting the possibility of bidirectional 
relations between these variables. 
Cross-lagged correlations between Time 2 and Time 3 variables 
In terms of longitudinal consistency of the variables from Time 2 to Time 3, the values 
along the diagonal in Table 11 showed a strong degree of stability over an one year interval in 
paternal depression (r = .67), and maternal depression (r = .63). Kgh levels of stability were 
obtained for paternal marital happiness (r = .78) and maternal marital happiness (r = .80). For 
parental behaviors, moderate to strong levels of stability were found in paternal monitoring (r 
= .60), paternal strictness (r =.60), maternal monitoring (r = 58), and maternal strictness 
behaviors (r = 61). High degrees of stability were obtained for paternal nurturance (r = .70) 
and maternal nurturance behaviors (r = .71). In terms of child's outcomes variables. Table 11 
showed a moderate to strong level of stability from Time 2 to Time 3 in child's academic 
orientation (r = .62), child's self-esteem (r = .68), and child's social adjustment (r = .48). In 
addition, a high level of stability was found for child's grade point average (r =. 87). 
Table II 
Correlations Table of Time 2 and Time 3 Variables 
Time 2 Variables 
Time 3 Variables I 2 3 4 5 6 
I. Father's Depiessioa (.67***) -.30**» .03 -.06 -.05 .10» 
2. Father's Maritai Happiness (.78***) -.07 .10 .07 -.09 
3. Father's Educatioa -.02 -.05 (1-00) .15** .15»* .02 
4. Father's Nurtuiance -.02 .09 .20*** (.70**») .42**» -.07 
5. Father's Mooitonng -.01 .02 .19»** .4l*** (.60*«*) .17*** 
6. Father's Strictness .!!• -.01 -.03 -.09 .15«* (.60»»*) 
7. Mother's Depression .08 -.01 -.11* -.06 .07 
8. Mother's Marital Happiness .58**  ^ -.06 .19»»  ^ .09 -.10* 
9. Mother's Education -.05 -.02 .53**» .10 .07 .02 
10. . Mother's Nurturance .06 .03 .15*  ^ .54**« .31*** -.12* 
11. Mother's Monitoring -.004 -.04 .29*** .45*** .13» 
12. Mother's Strictness .02 -.11* .06 -.II* .04 .45*** 
13. Child's Academic Orientation -.01 .04 2A*** .28**« .18«« -.10 
14. Child's Self-esteem -.12* .ll« .10* .30«»* .22*** -.19*** 
15. Child's Social Adjustment .01 .03 .06 .31»*« .18** -.07 
16. Child's CPA -.03 .09 .27*** .11 .05 -.11 
Values in parentheses indicate stability of the variables from Time 2 to Time 3. 
•p^.OS ••/><.01 001 
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Time 2 Variables 
7 8 9 10 11 12 13 14 15 16 
35 -10 -.01 ^4 ^!o7 ^05 !oi 
-.30**» .59**» -.007 .ll» .06 -.09 .05 .15«* .04 .07 
-.11* -.02 .53»** .12* .I4** .07 22*** .10* .05 .20»** 
-.13« .17*»* .12* .46*** 26*** -.06 2A*** .30*«* 22*** .15»* 
.13* .09 .08 25*** .4l»*» .07 .16»* .16** .12 .11 
.02 -.04 -.01 -.1S«* .08 .59*** -.07 .22*** -.00 -.02 
(.63***) ..42»** -.04 -.!!• -.003 .05 -.04 -.12* -.05 .00 
-.45*** (.80*»*) -.05 .08 .05 -.04 .05 .08 .01 .08 
-.03 -.04 (1.00) .09 .09 .08 .10 .04 -.01 .21*»» 
-.16«* -.003 .10 (.71*«») .28**» -.18*** .29*»* .33»*» 21*** .16»» 
-.11« .02 .15»* .34**« (.58**«) .18*»* .18*** .15^» .18*« .18*» 
.03 -.05 .09 -22*** .12* (.61**«) -.12* -.25*** -.02 -.03 
-.13* .02 .11* .34*** .I7**» -.05 (.62**») .23*** .21*** .41*** 
-.20**» .11* .04 .32*** .14*» -.12« .26«** (.68***) .21*** .18«* 
-.13« .01 -.04 .31*** .24*** -.16*« .34»»* .29*** (.48*«*) .15* 
-.14* .04 23*** .21*«» .II* .02 .48*** .18** .15* (.87***) 
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A higher level of paternal depression at Time 2 was related to more paternal strictness 
behaviors (r -. 11) at Time 3. Paternal education was weakly related to paternal nurturance (r 
= .20) and paternal monitoring behaviors (r = 19) one year later. For mothers, a higher level 
of maternal depression at Time 2 was related to less maternal nurturance (r = 16) and 
maternal monitoring behaviors (r = -.11) at Time 3. 
A higher level of paternal nurturance behavior at Time 2 was moderately related to 
higher levels of child's academic orientation (r= .28), child's self-esteem (r = .30) and child's 
social adjustment (r = .31) at Time 3. Paternal monitoring behavior at Time 2 was positively 
related to child's academic orientation (r = .18), child's self-esteem (r = .22) and child's social 
adjustment (r =. 18) one year later. Paternal strictness behavior at Time 2 was weakly and 
negatively related to child's self-esteem (r = -19) at Time 3. For mothers, maternal nurturance 
behavior at Time 2 was positively related to child's academic orientation (r = .34), child's self-
esteem (r = .32), child's social adjustment (r = .31) and child's grade point average (r = .21) at 
Time 3. Similarly, maternal monitoring behavior at Time 2 was positively related to child's 
academic orientation (r = .17), child's self-esteem (r = .14), child's social adjustment (r = .24), 
and child's grade point average (r = .11) one year later. In contrast, maternal strictness 
behavior at Time 2 was negatively related to child's self-esteem (r = -. 12) and child's social 
adjustment (r = -.16) at Time 3. 
Table 11 also showed that higher levels of child's academic orientation, child's self-
esteem, and child's social adjustment at Time 2 were related to higher child's grade point 
average at Time 3 (r's are .48, .18, .15, respectively). 
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Results above the diagonal in Table 11 also demonstrated that some of the Time 2 
child's variables (child's academic orientation, child's self-esteem, child's sodal adjustment 
and child's grade point average) were modestly related to Time 3 parental behavior variables 
(parental nurturance, monitoring, and strictness behaviors). 
Cross-laftped correlation between Time 1 and Time 3 variables 
Across the two-year period from Time 1 to Time 3, the values along the diagonal 
showed a moderate to strong degree of stability over the two years in paternal depression (r = 
.60), maternal depression (r == .53) (see Table 12). High levels of stability were obtained for 
father's marital happiness (r - .73) as well as mother's marital happiness (r = .74). For 
parental behaviors, moderate to high stabilities were also found for paternal nurturance (r = 
.60), paternal monitoring (r = .50), paternal strictness (r = .46), maternal nurturance (r = .55), 
maternal monitoring (r = .40), and maternal strictness behaviors (r - .54). For child's 
outcomes variables. Table 12 showed a moderate degree of stability for child's academic 
orientation (r = .58), child's self-esteem (r = .57), and child's sodal adjustment (r = .43). 
High levels of stability was obtained for child's grade point average (r = .77). 
Table 12 showed the zero-order cross-lagged correlations of the Time 1 predictor 
measures with the Time 3 criterion variables (below diagonal). Paternal depression at Time 1 
was negatively related to paternal monitoring (r == -. 13) and positively associated with paternal 
strictness (r =. 12) behaviors at Time 3. Paternal education at Time 1 was positively related 
to paternal nurturance (r = .20) and paternal monitoring (r = .19) behaviors two years later. 
The resuks also showed that maternal education at Time 1 was positively related to maternal 
monitoring behavior (r = .15) at Time 3. 
Table 12 
Correlation Table of Time 1 and Time 3 Variables 
Time 1 Variables 
Time 3 Variables 1 2 3 4 5 6 
1. Father's Oqiressiaa (.60***) .03 -.08 .07 .06 
2. Father's Marital Happiness C73»»») -.07 .11* .03 -.08 
3. Father's Education -.09 -.07 (1-00) .12* .n*** .04 
4. Father's Nurturance -.09 .10 .20*** (.60*»») 29*** -.08 
5. Father's Momtoring -.13* -.01 .19*** (.50»»») .13* 
6. Father's Strictness .12* -.10 -.03 -.09 .15*» (.46*««) 
7. Mother's Depression .11* -.01 -.I4«« -.07 .03 
8. Mother's Marital Happiness -.19*** -.06 .13* .04 -08 
9. Mother's Education -.01 -.05 .53*** .09 .11* .01 
10. . Mother's Nurturance -.02 .05 .15*  ^ .44*** .27*** -.05 
11. Mother's Monitoring -.07 -.06 .H*** .37*** .08 
12. Mother's Strictness .13* -.15** .06 -.09 .06 .39»^* 
13. Child's Academic Orientation -.04 .00 .24*** .13* -.05 
14. Child's Self-esteem -.15** .13* .10* .28*»  ^ .14** -.13* 
15. Child's Social Adjustment -.06 -.07 .06 .23*** .11 -.08 
16. ChUd'sGPA -.03 .05 21*** .08 -.06 -.07 
Values in parentheses indicate stability of the variables from Time 1 to Time 3. 
*p < .05 **p^ .01 p < .001 
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Time 1 Variables 
7 8 9 10 11 12 13 14 IS 16 
.10 -26*** .03 -.04 .10 .09 .01 -.06 .01 .02 
-.23**» .55*** -.007 .08 -.03 -.07 -.01 .06 .07 .08 
-.08 .03 J3*** .08 .16«*» .07 24*** .08 .09 24*** 
-.09 .19*** A2* 39*** 21*** -.09 .19*** 26*** 20** .18*« 
-.04 .08 .08 22*** .03 .14»* .19»*» .08 .08 
.04 -.16»» -.01 -.14»« .09 .32*** -08 -.15»» .15* -.04 
(.53»»*) '.3i*** -.04 'A*** -.11* .06 -M* -.13» -.06 -.06 
-.3l*»* (.74***) -.05 .07 .04 -.05 .05 .03 -.01 .08 
-.05 -.003 (1.00) .07 .07 .08 Jl*«* .07 .02 .22*** 
-.07 .05 .10 (.55**^) 2S*** -.14** 23*** .32*** .16* .16** 
-.05 .05 .15»* .29*** (.40»^») .12* .18»*« .18»»» .11 .13* 
.02 -.09 .09 -.20*** .14** (.54**») -.05 -.19*»* -.20*» .01 
-.06 .07 .11* J4*«* .14*» -.06 (.59***) .30*** .33*** .39*** 
-.12« .15»» .04 27*** .08 -.13* .20*** (.57***) .27*** .15** 
-.08 .02 -.04 23*** .09 -.08 29*** .23*** (.43»**) .11 
-.10 .11 .23»** .11 .04 -.04 .45**« .24*** .30*** (.77***) 
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For the relationships between parental behaviors and child's outcomes across the two 
years, paternal nurturance behavior at Time 1 was positively related to child's academic 
orientation (r == .21), child's self-esteem (r = .28), and child's social adjustment (r = .23) at 
Time 3. Similarly, maternal nurturance behavior at Time 1 was also positively related to 
child's academic orientation (r = .24), child's self-esteem (r == .27), and child's social 
adjustment (r = .23) two years later. Paternal monitoring behavior at Time 1 was also 
positively related to child's academic orientation (r == .13) and child's self-esteem (r = .14) at 
Time 3. Maternal monitoring behavior at Time 1 was positively associated with child's 
academic orientation (r = .14) two years later. In contrast, both paternal strictness and 
maternal strictness behaviors at Time 1 were negatively related to child's self-esteem (r = -.13 
for both father and mother) at Time 3. 
In Table 12, results also showed that higher levels of child's academic orientation, 
child's self^steem, and child's social adjustment at Time 1 were modestly related to higher 
level of child's grade point average (r's were .45, .24, .30, respectively) two years later. 
Results above the diagonal in Table 12 also demonstrated that some of the Time 1 
child's variables (child's academic orientation, child's self-esteem, child's social adjustment, 
and child's grade point average) were weakly related to Time 3 predictive variables (parental 
nurturance, monitoring, and strictness behaviors). 
Repeated Measures Multivariate Analyses of Variance (MANOVAs) 
To examine mean-level change of variables, 3 (time) by 2 (gender of child) by 2 
(grade) MANOVAs were performed. 
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Father's parenting behaviors 
For paternal nurturance behaviors, in the repeated measures MANOVA with grade 
and gender as the between-subjects factors and time as the within-subjects &ctor, a significant 
effect was found for grade (F (1, 361) = 8.18, p < .01). There was no significant interaction 
effect between gender and grade. In addition, a significant within-subjects effect was found 
for time CF (2, 722) = 18.75, p < .001). The mean scores of paternal nurturance behavior 
were 27.28, 26.40, and 25.46 at Time 1, 2, and 3, respectively. It showed a decrease in 
paternal nurturance behaviors over two years. There was no significant interaction between 
the within-subjects factor of time and the between-subjects factors of grade and gender, 
meaning the differences in paternal nurturance behaviors at Time 1, 2, and 3 did not depend 
upon the values of either gender or grade or both. Also, no significant interaction between 
grade and gender was found. 
For paternal monitoring behavior, the results of repeated measures MANOVA with 
grade and gender as the between-subjects factors and time as the within-subjects factor 
indicated a significant interaction effect between gender and grade (F (1, 362) = 4.97, p < 
.05). Thus the relationship between gender and paternal monitoring behavior is different at 
different grades. However, the results of one-way ANOVA at each grade with child's gender 
as the fector and paternal monitoring behavior as the dependent variable showed that there 
was no significantly difference between boys and girls at each of the three waves. 
The results of repeated measures MANOVA with gender and grade as the between-
subjects factors and time as the within-subjects factor showed that there was no significant 
main or interaction effect for paternal strictness behavior. 
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Mother's parenting behaviors 
In the repeated measures MANO VA for maternal nurturance behavior with grade and 
gender as the between>subjects &ctors and time as the within-subjects factor, a significant 
effea was found for grade (F(l, 361) = 10.20, p < .01). The mean scores of maternal 
nurturance behaviors were 29.68,29.S2, and 28.76, at Time 1,2, and 3, respectively for the 
lower grade (6*^, 7^, and 8*^ ). On the other hand, the mean scores of maternal nurturance 
behaviors were 28.52, 27.56, and 26.79 at Time 1, 2, and 3, respectively for the higher grade 
(gA gtt showed that at each time, mothers of lower grade students were more 
nurturant than the mothers of higher grade students. No significant interaction relationship 
was found between gender and grade. In addition, a significant within-subjects effect was 
found for time (F (2,722) = 13.21, p < .001). The mean scores of maternal nurturance 
behaviors were 29.07, 28.47, and 27.71 at Time 1, 2, and 3, respectively, indicating a 
decrease over the three waves. There was no significant interaction between the within-
subjects factor of time and the between-subjects &ctors of grade and gender, meaning the 
difference between Time 1,2, and 3 in maternal nurturance behaviors did not depend upon the 
values of either gender or grade or both. 
In the repeated measures MANOVA for maternal monitoring behavior with gender 
and grade as between-subjects factors and time as within-subjects &ctor, significant main 
effects were found for gender (F (1,364) = 5.03, p < .05), grade (F (1, 364) = 8.06, p < .01), 
as well as a significant interaction effect between gender and grade (F (1, 364) = 6.18, p < 
.05). The results of one-way ANOVAs with child's gender as the factor and maternal 
monitoring behavior as the dependent variable indicated that there were no significant 
93 
differences in maternal monitoring behavior between boys and girls at each of the three waves 
for the lower grade; there was significant differences in maternal monitoring behavior between 
boys and girls for the higher grade. In addition, the results of the ANOVA with child's grade 
as the &ctor and maternal behavior as the dependent variable showed that there were 
significant differences in maternal monitoring behaviors for different grades (6*^ vs. S"* grade, 
T"* vs. 9^ grade and 8*^ vs. 10*^ grade) for the girls at Time 1, 2, and 3, but no significant 
difference in maternal monitoring behavior was found for the boys at these different grades. 
Furthermore, a significant within-subjects effect was found for time (F (2,728) = 
16.16, p < .001). The mean scores of maternal monitoring behaviors were 13.51, 14.18, and 
14.54 at Time 1, 2, and 3, respectively, indicating an increase fi'om Time 1 to Time 3. 
For maternal strictness behavior, the results of repeated measures MANOVA with 
gender and grade as between-subjects factor and time as within-subjects factor showed a 
significant effect for grade (F (1, 367) = 5.72, p < .05). The mean scores of maternal 
strictness behaviors were 9.60, 10.00, and 9.67 for the lower grades (6"', 7"*, and 8"*) at Time 
1, 2, and 3, respectively. For the higher grades (8"*, 9"', and lO"^, the mean scores of maternal 
strictness behaviors were 10.45, 10.31, and 10.41 at Time 1,2, and 3, respectively. It 
indicated that at the higher grade mothers used more strict behaviors. 
Child's outcomes variables 
In the repeated measures MANOVA for child's academic orientation with gender and 
grade as the between-subjects Actors and time as the within-subjects factor, a significant main 
effect was found for gender (F (1, 369) = 43.09, p < .001). The means of academic 
orientation for boys were 15.49, 15.66, and 15.54 at Time 1, 2, and 3, respectively. The 
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means of academic orientation for girls were 16.52, 16.58, and 16.63 at Time 1, 2, and 3, 
respectively. Univariate ANOVAs showed there was a significant gender difference at each 
time: girls had higher levels of acadenuc orientation than boys at each wave. 
For child's self-esteem, the results of repeated measures MANOVA indicated 
significant effects for gender (F (1,369) = 7.65, p < .01) as well as for grade (F (1, 369) = 
7.29, p < .01). In addition, a significant within-subjects main effect was found for time (F (2, 
738) = 10.62, p < .001) and an interaction effect was also detected between gender and time 
(F (2, 738) = 3.97, p < .05). Since there is a significant main effect for time as well as a 
significant interaction between time and gender, we should look first at the interaction and see 
if it is a disordinal (crossed) interaction or an ordinal (uncrossed) interaction. The means of 
self-esteem for boys at Time 1, Time 2, and Time 3 are: 30.43; 31.02; 31.73, respectively. 
The means of self-esteem for girls at the three times are: 29.98; 29.76; 30.28, at Time 1, Time 
2, and Time 3, respectively. The results of univariate ANOVAs at each time showed the 
gender difference to be significant at Time 2 and 3, but not at Time 1. Thus, boys on average 
had higher levels of self-esteem than girls at Time 2 to Time 3. 
For child's sodal adjustment, in the repeated measures MANOVA with gender and 
grade as between-subjects Actors and time as the within-subjects factor, a significant effect 
was found for gender (F (1,160) = 19.99, p < .001). The mean scores of child's social 
adjustment for the boys were 13.30,13.41, and 13.38 at Timel, 2, and 3, respectively. For 
the girls, the mean scores of social adjustment were 14.03, 13.98, and 13.99 at Time 1, 2, and 
3, respectively. The results of univariate ANOVAs at each time showed the gender difference 
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to be significant difierent at each time: girls on average had higher levels of social adjustment 
than boys at each time. 
With respect to child's grade point average, the results of repeated measures 
MANOVA. showed a significant effect for gender OF (1,223) = 19.72, p < .001). The mean 
grade point average scores for boys were 27.07,25.65, and 26.47 at Time 1, 2, and 3, 
respectively. For girls, the mean scores were 30.48,29.88, and 30.81 at Time 1, 2, and 3, 
respectively. The results of univariate ANOVAs showed that girls performed better than boys 
during this period. Besides, a significant within-subjects effect was found for time (F (2, 446) 
= 11.58, p < .001). For the combined data, the mean scores of grade point averages were 
28.74, 27.80, and 28.60 at Time I, 2 and 3, respectively. There was no significant interaction 
effect between the within-subjects factors of time and the between-subjects factors of gender 
and grade, meaning the difference between Time 1,2, and 3 in child's grade point average did 
not depend upon the values of either gender or grade or both. 
Structural Equation Modeling Analyses 
Prospective longitudinal findings for the structural model 
The structural model (see Figure 1) was tested using AMOS for each of the following 
four dyads: 150 father-son dyads, 144 father-daughter dyads, 150 mother-son dyads, and 144 
mother-daughter dyads. The path coe£Qcients and goodness-of-fit indices for the model are 
reported as well as the proportion of variance accounted for. 
The overall fit of the structural model to the data was evaluated by three goodness of 
fit indices. The chi-square test was utilized to assess goodness of fit, with statistically 
significant chi-square indicating that the hypothesized models did not fit the data well. On the 
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other hand, a nonsignificant chi-square would indicated that the hypothesized models fit the 
data quite well. 
Figure 2 presented the results of structural equation modeling for father-son dyads. 
Father's education has a positive effect on child's academic orientation (^ = .16, t = 2.04, p < 
.05) as well as on child's academic achievement = .22, t = 2.94, p < .01). Paternal 
nurturant behavior has a positive efifect on child's academic orientation = .33, t =" 4.29, p < 
.001). In addition, child's academic orientation has a positive effect on child's academic 
achievement = .41, t = 5.35, p < .001). Thus, the positive relationship between father's 
education and child's academic achievement was mediated by child's acadenuc orientation. 
Besides, child's academic orientation was an mediating variable between paternal nurturance 
behavior and child's academic achievement. A total of 24% vaiiance in child's academic 
achievement was explained by father's education, child's academic orientation, and paternal 
nurturance behavior. 
In the father-son dyads, the chi-square test was not significant, x* = 3.21 (p = .523). 
Therefore, the covariance matrix implied by the structural model did not differ significantly 
fi-om the covariance matrix of the observed data. Additionally, the goodness of fit index 
(GFI) was .99 and the adjusted goodness of fit index (AGFI) was .96. Thus, the structural 
model for father-son dyads fit the data well. 
For father-daughter dyads (see Figure 3), father's education had an positive direct 
effect on father's nurturance behavior (^ =. 18, t = 2.10, p < .05), on child's academic 
orientation = .22, t = 2.78, p < .01), and child's academic achievement (yS = .16, t = 1.99, 
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p < .05). Father's depression mood and father's marital happiness had no effect on paternal 
nurturance behavior. Further, child's academic orientation has a direct effect on child's 
academic achievement = .37, t = 4.46, p < .001). The results of the path analysis showed 
that child's academic orientation was a mediating variable in the relation between paternal 
education and daughter's academic achievement. In addition, child's academic orientation 
was also a mediating variable in the relation between paternal nurturance behavior and child's 
academic achievement. Therefore, there was a path from paternal education through paternal 
nurturance behavior and through child's academic orientation to child's academic 
achievement. However, paternal nurturance behavior had no direct effect on daughter's 
academic achievement. A total of 19% variance in child's academic achievement was 
explained in the model. 
For the father-daughter dyads, the chi-square test was not significant, x* ~ 4.S29 {p 
= .339). This indicated that the covariance matrix implied by the structural model did not 
differ significantly fi-om the covariance matrix of the observed data. The Goodness of fit 
index was .99 and the adjusted goodness of fit that takes into account sample size and the 
number of parameters estimated was .95. Thus, the structural model for father-daughter 
dyads fit the data very well. 
For the mother-son dyads (see Figure 4), maternal education was positively related to 
child's academic achievement = .20, t = 2.79, p < .01). Maternal nurturance behavior had 
an effect on child's academic orientation - .38, t - 5.07, p < .001), and in turn, child's 
academic orientation had an positive effect on child's academic achievement (>9 = .37, t = 
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4.68, p < .001). Thus, child's academic orientation was a mediating variable in the relation 
between maternal nurturance behavior and child's academic achievement. A total of 23 % 
variance was explained by maternal education, maternal nurturance behavior, and chfld's 
academic orientation. 
The chi-square test for mother-son dyad was not significant, = 1.204 (p = .877). 
This demonstrated that the covariance matrix implied by the structural model did not differ 
significantly fi'om the covariance matrix of observed data. The Goodness of fit index (GFI) 
was .997 and the adjusted goodness of fit was .986. Therefore, the structural model for 
mother-son dyad fit the data quite well. 
In the mother-daughter dyads (see Figure S), maternal education was positively related 
to daughter's academic achievement (^ - .15, t = 1.97, p < .05). Maternal nurturance 
behavior was positively associated with daughter's academic orientation = .42, t = 5.58, p 
< .001). In addition, daughter's academic orientation was positively related to daughter's 
academic achievement (>? = .40, t = 4.82, p < .001). Thus, similar to the mother-son dyads, 
daughter's academic orientation played a role as mediating variable in the relation between 
maternal nurturance behavior and child's academic achievement in the mother-daughter dyads. 
The chi-square test for the mother-daughter dyads was not significant, Xa ~ 6.203 (p 
=. 184) which indicated that the covariance matrix implied by the structural model did not 
differ significantly fi-om the covariance matrix of observed data. The Goodness of fit index 
(GFI) was .986, and the adjusted goodness of fit (AGFI) was .927. These indices revealed 
that the structural model fit the data well. 
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The same model was run for all four dyads with parental monitoring in place of 
parental nurturance. For parental monitoring, the results of the evaluation of the structural 
model showed that there were no significant relationships between parental education, 
parental depression, marital happiness and parental monitoring behaviors for the father-son, 
the father-daughter, and the mother-daughter dyads. The only exception was found in the 
mother-son dyads where maternal marital happiness was positively related to maternal 
monitoring behavior (^ = .18, t = 1.99, p < .05). In turn, maternal monitoring behavior was 
positively associated with son's academic orientation .21, t = 2.68, p < .01), and son's 
academic orientation was positively associated with son's academic achievement {ft = .40, t = 
5.31, p<.001). 
When parental strictness behavior was substituted for parental monitoring in the 
model, the results of the path analyses indicated that parental marital happiness was negatively 
associated with parental strictness behaviors in the father-son {fi = -.20, t = -2.33, p < .05) 
and mother-son dyads {0 = -.20, t = -2.18, p < .05). However, there were no significant 
relationships between parental marital happiness and parental strictness behaviors in the 
father-daughter and mother-daughter dyads. In general, parental strictness behaviors were not 
related to child's academic orientation except for the mother-daughter dyads in which 
maternal strictness behavior was negatively associated with daughter's academic orientation 
(^=-.17,t = -2.06,p<.05). 
The above findings showed that only parental nurturance behaviors made some 
differences in child's academic achievement across the four dyads, whereas parental 
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monitoring and strictness behaviors did not. Thus, the following analysis only included 
parental nurturance behavior in the model comparison. 
In addition, when replacing child's academic orientation with child's self-esteem in the 
structural model, the results indicated that child's self-esteem only mediated between 
nurturant parenting and child's academic achievement in the father-daughter and mother-
daughter dyads. Therefore, the model with child's self-esteem as a mediator was excluded in 
the following analyses. 
Model comparison 
The hypothesized structural model (A/,, see Figure 1) was compared in a nesting 
context with several other models that included a baseline model (), a model which 
included all the paths of A/, plus a path from marital happiness to child's academic orientation 
( A/j), and a model that included all the paths of A/2 plus a path from parental depression to 
child's academic orientation (A/,), and a model that includes all the paths of A/, plus a path 
from parental marital happiness to child's academic achievement (A/^), and a fiilly recursive 
model which included all the paths of A/^ plus a path from parental depression to child's 
academic achievement (Afj). A baseline model is a model in which no relationships between 
the latent constructs are hypothesized to exist; a fiiUy recursive model is a model in which all 
latent constructs are hypothesized to be intercorrelated in a unidirectional way. 
To establish improvement of model fit or proportional reduction in error for A/, 
through A/j over the baseline model, the change in chi-square and using Bender's Normed 
Incremental Fit Index (BoUen, 1989) was calculated. 
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For the father-son, &theF-daughter dyads and mother-son dyads, the change in chi-
square from the baseline model to the theoretically interesting model ( A/,) was significant 
(see Table 13, 14), indicating that provided a significantly better fit to the data. However, 
there were no significant changes in chi-square for the other comparisons fi-om A/, to A/j, 
indicating that M, was as good a fit to the data as M;, A/,, , and A/,. Therefore, A/, 
was a more parsimonious model and a more desirable model. However, different fi-om the 
other three dyads, was a better fit for the data for the mother-daughter dyads. 
The normed fit index measures the proportionate reduction in the fitting function or 
chi-square values when moving fi'om a baseline model (null model of independence) to the 
least restrictive model (i.e., fiilly recursive model) pollen, 1989). The normed fit index can 
also be seen as the incremental improvement in fit for the folly recursive model relative to the 
baseline model. For the father-son dyads (see Table 13), the proportional reduction in chi-
square for A/, was 96% over the baseline model. A/j to produced only fi'om 1% to 2% 
proportional decreases in chi-square values over A/,. There was no proportional reduction in 
the chi-square value fi'om A/^ to the folly recursive model (A/,). A 4% improvement in chi-
square fi-om A/, to A/4 was relatively small compared to the 96% improvement from the 
baseline model to A/,. Using the normed fit index, Af, continues to be the most 
parsimonious and best fitting model of the data. A similar finding was also demonstrated by 
the fother-daughter dyads (see Table 13). 
For the mother-son dyads, the normed fit index showed that the proportional 
reduction in chi-square for A/, was 99% over the baseline model, indicating that A/, was a 
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Table 13 
Results of Model Comparison for Father-Son and Father-Daughter Dvads 
Model Change in DF Change in Normed Fit Goodness of 
Son Index Fit Index 
11 81.106* .962 M, : .841 
A/,) A/, 1 1.839 .022 A/,: .993 
M,)M, 1 .011 .000 A/j: .997 
1 1.330 .016 A/j: .997 
I .031 .000 1.00 
M,: 1.00 
Model Change in DF Change in Normed Fit Goodness of 
Daughter Index Fit Index 
H ) M  11 99.350* .96 My : .798 
1 3.608 .031 .990 
M,)M, 1 .118 .002 A/ji .998 
1 .008 .000 o
o ON ON 
I .725 .000 : .998 
M,: 1.00 
Father-son dvads Father-daughter dvads 
H) '^=84.316 DF=15 p= .000 K) 103.877 DF= 15 p=.000 
A/,) '^=3.210 DF=4 p=.523 A/,) ;ir^=4.529 DF= 4 p=.339 
M,) ^^=1.371 DF=3 p=.712 K )  x' - - 9 z i  DF= 3 p=.820 
A/3) '^=1.360 DF=2 p=.507 A/3) '^=.733 DF= 2 p=.693 
A/J ;r'=031 DF=1 p^ .860 A/J '^=.725 DF= 1 p=.394 
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Table 14 
Results of Model Comparison for Mother-Son and Mother-Daughter Dvads 
Model Change in DF Change in Normed Fit Goodness of 
Index Fit Index 
11 115.16* .990 00
 
o
 
M , ) M ,  1 .001 .000 A/,:.997 
M , ) M ,  1 .141 .001 A/j:.997 
1 .009 .009 M^:.99Z 
K ) K  1 .053 .000 1.00 
A/,: 1.00 
Model Change in DF Change in Normed Fit Goodness of 
Daughter Index Fit Index 
M , ) M ,  11 88.443 • .934 A/j: .824 
1 5.319* .061 Af,: .986 
1 .001 .000 A/2:.998 
1 .831 .008 
U
l vo
 00
 
M , ) M ,  1 .052 .001 1.00 
A/,: 1.00 
Mother-son dvads Mother-daughter dvads 
A/J ^^=116.364 DF=15 p=.000 H) '^=94.646 DF=15 P= .000 
A/,) 1.204 DF=4 p=.877 A/,) 6.203 DF=4 P= .184 
A/,) 1.203 DF=3 p=.752 A/^) ;r'= 884 DF=3 P= .829 
A/3) 1.062 DF=2 p=.588 A/3) ^^=.883 DF=2 P= .643 
A/J ;r'=-053 DF=1 p=.818 A/J ^^=.052 DF=1 P= .820 
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better fitting model to the data than the baseline model. A/, to produced only 1% 
proportional decrease in chi-square over A/,. There was no proportional reduction in chi-
square form to the fully recursive model (A/;)- A Wo improvement in chi-square fi'om 
A/, to A/4 was relatively small compared to the 99% improvement fi'om the baseline model 
to A/,. Using the normed fit index, continues to be the most parsimonious and best 
fitting model of the data. 
Summarv 
The prospective longitudinal findings indicated that for all dyads parental nurturance 
behavior was positively related to child's academic orientation, which in turn, was positively 
associated with child's academic achievement. In addition, parental education had an direct 
effect on children's academic achievement for all the four dyads. No significant path between 
parental depression at Time 1 and parental nurturance behavior at Time 2 existed, nor 
between parental marital happiness at Time 1 and parental nurturance behavior at Time 2. In 
father-daughter dyads, a significant path was found between Other's education level and 
paternal nurturance behavior in addition to the significant path fi'om paternal nurturance 
behavior to child's academic orientation, which, in turn, was significantly related to child's 
academic achievement. There was no direct, significant relationship between parental 
nurturance behavior and child's academic achievement in any of the dyads. Thus, a revised 
model (see Figure 6) is proposed to test the relationship between parental education, parental 
nurturance behavior, children's academic orientation and children's academic achievement 
fi'om Time 1 to Time 3 for all four dyads. Evaluating the revised model is a form of post-hoc 
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analysis which was performed to see if and to what degree a decrease in the variables in the 
model would lead to a change in R-square. In the revised model, parental education level is 
hypothesized to have a direct and positive effect on parental nurturance behavior, child's 
academic orientation, and child's academic achievement. Parental nurturance behavior is 
conceived as a mediating variable between parental education and children's academic 
orientation; at the same time, children's academic orientation is considered to be a mediating 
variable between parental nurturance behavior and children's academic achievement. Further, 
father's education level is assumed to have a positive efifect on children's academic 
achievement through children's academic orientation. 
Prospective longitudinal findings for the revised structural model 
Correlational findings 
As shown in Table 15, in father-son dyads, there were small correlations between 
father's education level and paternal nurturance behavior at Time 1 (r = .20, p < .05), father's 
education and child's academic orientation at Time 2, and father's education and child's 
academic achievement at Time 3. Paternal nurturance at Time 1 was positively related to 
son's academic orientation at Time 2. There was also moderate correlation between child's 
academic orientation at Time 2 and child's academic achievement at Time 3. However, no 
significant correlation was found between paternal nurturance behavior at Time I and child's 
academic achievement at Time 3. 
Similar findings were also found for the father-daughter dyads (see Table 16); father's 
education level was positively related to paternal nurturance behavior at Time 1, father's 
education also positively associated with daughter's academic orientation at Time 2 as well as 
i }  
I l l  
Table 15 
Zero Order Correlations Among Study Variables for Father-Son Dvads 
1 2  3  4  
1. Father's Education 
2. Father's Nurturance (T 1) .198* 
3. Child's Academic Orientation (T 2) .198* .223** 
4. Child's Academic Achieyement (T 3) .298** .098 .434** 
* Correlation is significant at the O.OS level (2-tailed). 
** Correlation is significant at the 0.01 leyel (2-tailed). 
Table 16 
Zero Order Correlations Among Study Variables for Father-Daughter Dyads 
- - - _ 
1. Father's Education 
2. Father's Nurturance (T 1) .203* 
3. Child's Academic Orientation (T 2) .273* .316** 
4. Child's Academic Achievement (T 3) .257** .048 .410** 
* Correlation is significant at the 0.05 level (2-taiIed). 
** Correlation is significant at the 0.01 level (2-tailed). 
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with daughter's academic achievement at Time 3. Paternal nurturance behavior at Time 1 was 
positively related to child's academic orientation at Time 2, but not associated with child's 
academic achievement at Time 3. There was a moderate correlation between daughter's 
academic orientation at Time 2 and academic achievement at Time 3. 
For mother-son dyads (see Table 17), mother's education was positively related to 
son's academic orientation at Time 2 and positively associated with son's academic 
achievement at Time 3. 
In contrast to the findings for &ther-son or &ther-daughter dyads, mother's education 
was not related to maternal nurturance behavior at Time 1 in mother-son dyads. Maternal 
nurturance behavior at Time 1 positively related to son's academic orientation at Time 2, but 
not with son's academic achievement at Time 3. Child's academic orientation at Time 2 was 
still positively related to child's academic achievement at Time 3. 
In mother-daughter dyads (see Table 18), mother's education was positively related to 
daughter's academic achievement at Time 3 (r = .18, p < .OS). However, there was no 
significant relationships between mother's education and maternal nurturance behavior at 
Time 1 nor was mother's education and daughter's academic orientation at Time 2. Maternal 
nurturance behavior at Time 1 was positively associated with daughter's academic orientation 
at Time 2, but not with child's academic achievement at Time 3. The correlation between 
child's academic orientation at Time 2 and child's academic achievement at Time 3 was 
moderate high (r = .41, p < .01). 
In sum, father's education was positively related to paternal nurturance behavior 
whereas mother's education had no relationship with maternal nurturance behavior. It seems 
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Table 17 
Zero Order Correlations Among Study Variables for Mother-Son Dvads 
12 3 4 
1. Mother's Education 
2. Mother's Nurturance (T 1) .147 
3. Child's Academic Orientation (T 2) .195* .223»• 
4. Child's Academic Achievement (T 3) .285*» .153 A3A** 
* Correlation is significant at the O.OS level (2-tailed). 
** Correlation is significant at the 0.01 level (2-tailed). 
Table 18 
Zero Order Correlations Among Study Variables for Mother-Daughter Dvads 
i 2 3 4 
1. Mother's Education 
2. Mother's Nurturance (T 1) .055 
3. Child's Academic Orientation (T 2) .072 .304*^ 
4. Child's Academic Achievement (T 3) .178** .018 .410** 
* Correlation is significant at the 0.05 level (2-tailed). 
** Correlation is significant at the 0.01 level (2-taiIed). 
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that higher educated fathers practiced more nurturant behaviors with their sons and daughters 
than their less educated counterparts. On the other hand, there is no difference in nurturant 
behavior between higher educated mothers versus less educated mothers when interacting 
with their sons and daughters. In addition, both Others and mothers' education was positively 
associated with children's academic achievement for the &ther-son, father-daughter, mother-
son and mother-daughter dyads. Both paternal and maternal nurturance behaviors were 
positively related to their sons and daughters' academic orientation, but not to their 
offspring's academic achievement. For all of the dyads, children's academic orientation was 
positively associated with children's academic achievement. 
Revised structural model 
The revised structural model was evaluated for each of the four dyads. For the father-
son dyads (see Figure 7), father's education was positively related to paternal nurturance 
behavior at Time 1 (^ = .20, t = 2.47, p < .05), and positively associated with son's academic 
orientation at Time 2 (^ = .16, t = 1.99, p < .05), as well as positively related to son's 
academic achievement at Time 3 (^ = .21, t = 2.89, p < .01). Paternal nurturance behavior at 
Time 1 also had an positive effea on son's academic orientation at Time 2 . 19, t = 2.38, 
p < .05). In turn, son's academic orientation at Time 2 had an positive effect on son's 
academic achievement at Time 3 = .39, t = 5.35, p < .001). Thus, child's academic 
orientation at Time 2 was a mediating variable in the relation between paternal nurturance 
behavior at Time 1 and child's academic achievement at Time 3. In addition, child's academic 
orientation at Time 2 was also a mediating factor in the relation of father's education and 
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child's academic achievement at Time 3. Further, this model also implied that father's 
education level had an effect on son's academic achievement at Time 3 through both paternal 
nurturance behavior at Time 1 and son's academic orientation at Time 2. A total of 23% 
variance was explained by Other's education and child's academic orientation. 
The overall fit of the structural model to the data was examined using three goodness 
of fit indices: Chi-square test. Goodness of Fit Index (GFl), and Adjusted Goodness of Fit 
Ind»c (AGFI). For the father-son dyads, the chi-square test was not statistically significant 
(Xo) ~ -21, p = .65), indicating that the covariance matrix implied by the structural model did 
not differ significantly firom the covariance matrix of the observed data. The Goodness of Fit 
Index was .999 and the Adjusted Goodness of Fit Index (AGFI) was .993. Thus, the 
structural model for &ther-son dyads fit the data very well. 
In the fiither-daughter dyads (see Figure 8), father's education level was positively 
related to paternal nurturance behavior at Time 1 (/ff = .20, t = 2.47, p < .05), and positively 
associated with daughter's academic orientation at Time = .22, t = 2.76, p < .01), as well 
as positively related to daughter's academic achievement at Time 3 (>9 =. 16, t - 2.01, p < 
.05). Paternal nurturance behavior at Time 1 had a positive effect on daughter's academic 
orientation at Time 2 (y? = .27, t = 3.44, p < .001). In turn, daughter's academic orientation 
at Time 2 had a positive influence on daughter's academic achievement at Time 3 (/9 == .37, t 
= 4.70, p < .001). Therefore, daughter's academic orientation was a mediator in the relation 
between paternal nurturance behavior and daughter's academic achievement. In a similar 
vein, child's academic orientation was a mediating variable between father's education level 
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and daughter's academic achievement. Like in the father-son dyads, father's education level 
had an effect on daughter's academic achievement mediated through paternal nurturance 
behavior and daughter's academic orientation. The amount of 19% variance in daughter's 
academic achievement was explained by father's education level and child's academic 
orientation. 
In &ther-daughter dyads, the chi-square test was not significant ( xh) ~ 1-99, p =. 16), 
indicating a well fit of this revised model to the data. The Goodness of Fit Index (GFI) was 
.993 and the Adjusted Goodness of Fit Index was .932, both demonstrating a fairly good fit of 
this model to the data. 
In mother-son dyads (see Figure 9), mother's education level was positively related to 
son's academic orientation at Time 2 (;9 == .17, t = 2.08, p < .05), and positively associated 
with son's academic achievement at Time 3 (^ = .21, t = 2.84, p < .01). However, mother's 
education did not affect maternal nurturance behavior at Time 1. Maternal nurturance 
behavior at Time 1 had an effect on son's acadenuc orientation at Time 2 (>9 = .20, t = 2.50, p 
< .05). In turn, son's academic orientation at Time 2 affected son's academic achievement at 
Time 3 (yff = .39, t = 5.37, p < .001). Thus, son's academic orientation at Time 2 was a 
mediator in the relation of maternal nurturance behavior at Time 1 and son's academic 
achievement at Time 3. Further, mother's education had an effect on son's academic 
achievement at Time 3 also mediated through son's academic orientation at Time 2. A total 
of 23% variance in son's academic achievement at Time 3 was explained by mother's 
education and son's academic orientation at Time 2. 
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There was a nonsignificant relationship in chi>square test in the mother-son dyads 
( xh) - -25, p = .62), indicating a well fit of the model to the data. The Goodness of Fit Index 
was .999 and Adjusted Goodness of Fit Index was .992, both revealing a quite well fit of the 
model with the data. 
For the mother-daughter dyads (see Figure 10), mother's education was positively 
related to daughter's academic achievement at Time 3 = .15, t = 1.97, p < .05), but not 
associated with maternal nurturance behavior at Time 1 and not with daughter's academic 
orientation at Time 2. Maternal nurturance behavior at Time 1 had an effect on daughter's 
academic orientation at Time 2 = .30, t == 3.77, p < .001). In turn, daughter's academic 
orientation at Time 2 had an effect on their own academic achievement at Time 3 (/? = .40, t 
= 5.30, p < .001). Thus, daughter's academic orientation at Time 2 was an mediating variable 
between maternal nurturance behavior at Time I and daughter's academic achievement at 
Time 3. A total of 19% variance in daughter's academic achievement at Time 3 was 
explained by mother's education and daughter's academic orientation at Time 2. 
In the mother-daughter dyads, the chi-square test was not significant ( xl\) ~ 2.4, p = 
. 12), indicating that the covariance matrix implied by the structural model did not differ 
significantly fi'om the covariance matrix of the observed data. The model fits the data well. 
The Goodness of Fit Index (GFI) was .99 and Adjusted Goodness of Fit Index (AGFI) was 
.92, both showing a good fit of the model to the data. 
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Model comparison for revised structural model 
As in the previous model, the revised model were also compared in a hierarchically 
nested sequence that included baseline model (), and the theoretically interesting model 
( A/t, see ^gure 6), and a fiilly recursive model with all the paths of A/,, plus a path from 
parental nurturance behavior at Time 1 to child's academic achievement at Time 3 (A/,). 
The proportional reduction in chi-square (Normed Fit Index) for over the revised 
baseline model was more than 99% in father-son dyads (see Table 19). The fiilly recursive 
model produced a less than 1% proportion decrease in chi-square over the revised 
theoretically interesting model (A/,). A less than 1% improvement in chi-square from the 
fully recursive model to the theoretically interesting model was relatively small compared to 
the more than 99% improvement from the baseline model to the theoretically interesting 
model (A/i). Therefore, using the normed fit index, the theoretically interesting model (A/j) 
was the most parsimonious and best fitting model to the data. 
In the father-daughter dyads (see Table 19), when comparing A/, with , there was 
a 97% proportional reduction in chi-square over the baseline model, indicating that revised 
theoretically interesting model ( A/,) was a better fitting model to the data than the baseline 
model. The fiilly recursive model produced only a 3% proportional decrease in chi-square 
over the theoretically interesting model (A/j). Therefore, similar to the father-son dyads, the 
theoretically interesting model was still the better fitting model to the data by using normed fit 
index for the father-daughter dyads. 
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Table 19 
Results of Model Comparison: Revised Prospective Model of Father's Education. Nurturant 
Parenting. Child's Academic Orientation. Child's Academic Achievement for Father-Son and 
Father-Daughter Dvads 
Model 
Son 
Change in DF Change in Normed Fit 
Index 
Goodness of 
Fit Index 
A/,) A/, 
5 
1 
56.664* 
.211 
.996 
.004 
: .830 
A/,: .999 
A/j: 1.00 
Model 
Daughter 
Change in DF Change in Normed Fit 
Index 
Goodness of 
Fit Index 
A/J A/, 
A/,) A/, 
5 
1 
58.776* 
1.986 
.967 
.033 
M, : .816 
A/,: .993 
A/j: 1.00 
Father-son dvads 
K) 56.875 
M.) ;r'=.2ll 
Father-daughter dvads 
H) 60.762 
A/,) 
DF=6 p=.000 
DF= 1 p= .646 
DF=6 p=.000 
DF=1 p=.159 
I SL 
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For the mother-son dyads (see Table 20), the proportional reduction in chi-square for 
A/, over the baseline model was more than 99%. There was a less than 1% proportional 
reduction in chi-squared from A/j over the fiilly recursive model. A less than 1% 
improvement in chi-square from the frilly recursive model to the theoretically interesting 
model was relatively small compared to the more than 99% improvement from the baseline 
model to the theoretically interesting model (A/,). Thus, the revised theoretically interesting 
model (A/,) was the most parsimonious and the best fitting model to the data in the mother-
son dyads. 
Finally, in the mother-daughter dyads (see Table 20), when comparing My with , 
there was a 95% proportional reduction in chi-square over the baseline model. The fully 
recursive model produced only a S% proportional decrease in chi-square over the theoretically 
interesting model ( A/,). A 5% improvement in chi-square from the frilly recursive model to 
the theoretically interesting model was relatively small compared to the 95% improvement 
from the baseline model to the theoretically interesting model (A/,). Therefore, similar to the 
father-son, father-daughter, mother-son dyads, the revised theoretically interesting model was 
still considered the most parsimonious and best fitting model to the data for the mother-
daughter dyads. 
Summary 
The findings from the correlations and the path coefficients indicated that the revised 
structural model fit the data best for the fiither-son and the father-daughter dyads. Father's 
education had a direa effect on paternal nurturance behavior at Time 1; in turn, paternal 
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Table 20 
Results of Model Comparison: Revised Prospective Model of Mother's Education. Nurturant 
Parenting. Child's Academic Orientation. Child's Academic Achievement for Mother-Son and 
Mother-Daughter Dvads 
Model 
Son 
Change in DF Change in Normed Fit 
Index 
Goodness of 
Fit Index 
AfJ A/, 
A/,) A/, 
11 
1 
54.111* 
-250 
.995 
.005 
Ml,: .832 
A/,: .999 
A/^: 1.00 
Model 
Daughter 
Change in DF Change in z' Normed Fit 
Index 
Goodness of 
Fit Index 
H) A/, 
A/i) A/, 
5 
1 
44.943* 
2.421 
.949 
.051 
Ml,: .869 
A/j: .992 
M^: 1.00 
Mother-son dvads 
H) ^^=54.361 DF=6 p=.000 
A/,) ;f^=.250 DF=1 p=.617 
Mother-daughter dvads 
H) 47.364 DF=6 p=.000 
A/,) z^=2.421 DF=1 p=.120 
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nurturance behavior at Time 1 influenced children's academic orientation at Time 2, children's 
academic orientation at Time 2 affected children's academic achievement at Time 3. 
Therefore, paternal nurturance behavior at Time I was a mediating variable between Other's 
education and children's academic orientation at Time 2. At the same time, children's 
academic orientation at Time 2 was also a mediator in the relationship between paternal 
nurturance behavior at Time 1 and children's academic achievement at Time 3. These findings 
also showed that father's education level had an effect on children's academic achievement at 
Time 3, mediated through children's academic orientation at Time 2. 
However, for mother-son dyads, there was no significant relationships between 
mother's educational level and maternal nurturance behavior at Time 1. In mother-daughter 
dyads, mother's educational level was not related to maternal nurturance behavior at Time I 
nor to daughter's academic orientation at Time 2. 
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CHAPTER 5. DISCUSSION AND CONCLUSIONS 
Discussion 
The purpose of this study was to investigate parental influence on children's academic 
achievement prospectively and longitudinally. Three parental factors, parental depression, 
parental marital happiness, and parental education that may affect the parenting behaviors of 
nurturance, monitoring, and strictness which, in turn, might influence children's academic 
achievement, were examined. The effects of maternal and paternal behaviors on children's 
academic achievement were explored separately by evaluating a staictural model for father-
son, father-daughter, mother-son and mother-daughter dyads. 
Consistency across time 
In order to examine consistency, correlations were computed for each of the variables 
between Time 1 and Time 2, Time 2 and Time 3, and Time 1 and Time 3. Consistent with the 
previous studies (McNally, Eisenberg, & Harris, 1991; Roberts, Block, & Block, 1984), the 
present study showed a relatively moderate to high level of consistency in both mothers' and 
fathers' parenting behaviors. This finding might reflect that individual differences in parental 
practices are based on their deep-seated beliefs (Kochanska, Kuczynski, & Radke-Yarrow, 
1989; Miller, 1988; Sigel, 1985); thus even over the period from early adolescence to mid-
adolescence, parental behaviors are quite stable over time. As noted by Goodnow (1988), 
understanding parental beliefs is important independent of their relation to parenting 
behaviors. 
There was an appreciable longitudinal consistency for children's self-esteem, children's 
academic orientation, children's social adjustment, and children's academic achievement 
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across the two years. For self-esteem, the present findings are consistent with Block and 
Robins' (1993) study that there is an appreciable rank-order consistency in children's self-
esteem over time. The consistency in self-esteem that found in this study was in accord with 
Block's (1971) argument that self-esteem follows the developmental pattern of "sameness" 
which is defined as strong across-time ordering correspondence together with no indication of 
changes in mean level. Children's academic achievement, as measured by CPA, showed the 
highest correlations among these children's outcome variables which is consistent with the 
findings of Sinmions, Burgeson, Blyth, and Bush (1987) that objective academic scores 
demonstrated very high stability between Grade 6 and Grade 10. 
Change across time 
Researchers who study adolescence are particularly interested in changes assodated 
with early adolescence. The present study revealed that fi-om late childhood (6"* grade, pre-
transition to junior high) to early adolescence (7"* grade, post-transition) to middle 
adolescence, a slight decrease in paternal and maternal nurturance behaviors over two years 
was found. The finding is consistent with previous studies (Claric-Stewart & Hev^, 1981; 
Maccoby, 1980; Roberts, Block, & Block, 1984; Schaefer & Bayley, 1963; Steinberg, 1987) 
that parental expressions of affection decrease with increasing age of the child. As a child 
develops, parents show less physical affection to their children. On the other hand, maternal 
monitoring behaviors showed a slight increase over two years, but paternal monitoring 
behaviors did not. No significant changes were found for both paternal and maternal 
strictness behaviors across time. 
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In terms of children's developmental outcomes, girls had higher levels of academic 
orientation than boys did for each of the three waves. For children's social adjustment, girls 
on average scored better than the boys at each time. Boys' self-esteem increased steadily 
from early adolescence to mid-adolescence; whereas girls' self^eem did not increase 
steadily over the two years. However, the results of the present study were consistent with 
findings of Block and Robins (1993) which indicated that girls on average had lower levels of 
self-esteem than boys during these adolescent years. 
There was also a difference in grade point averages for boys and girls. Girls' academic 
achievement was better than boys during this period as evidenced by their school grade point 
average. There was a significant difference in children's academic achievement over the three 
waves. A slight decrease was found in children's academic achievement from Time 1 to Time 
2, but an increase was revealed from Time 2 to Time 3 for both boys and girls. This change 
probably revealed the effect of school transition occurred during this period (Simmons, 
Carlton-Ford, & Blyth, 1987). The significant decrease in grade point average occurred as 
adolescents moved from one school to another school. Simmons, Carlton, & Blyth (1987) 
indicated that GPA seems more continually responsive to change in school environments, with 
students declining in whatever years th^ change school. However, the results also showed 
that as adolescents got accustomed to the new learning environment, their grade point 
averages increased. 
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Parental education, depression, marital happiness and parental behaviors 
Parent education and parental behavior 
As expected, cross-sectional correlations related to parental behaviors revealed that 
Other's education was positively related to paternal nurturance and monitoring behaviors at 
each time of measurement. Consistent with the findings by Melby and Conger (1996) and Oh-
Hwang (1994), the results of the path analyses also showed that Other's education 
significantly predicted paternal nurturance and monitoring behaviors. Father's educational 
level had significant direct and indirect effects on children's academic achievement. However, 
in contrast to Melby and Conger's (1996) results that both Other's and mother's educational 
level were positively related to parental behavior, in this study mother's educational level was 
not related to any maternal parenting behaviors. The only exception was that mother's 
educational level related to maternal monitoring behavior at Time 3. 
The correlational results were consistent with previous studies that showed that 
parental education is negatively predictive of traditional, punitive discipline strategies 
(Maccoby & Martin, 1983). Consistent with the findings of Debaryshe, Patterson, and 
Capaldi's (1993) study that parents with lower education were more likely to use coercive 
discipline strategies and Dombusch et al.'s (1987) findings that families with higher parental 
education tended to be lower in authoritarian and permissive parenting and higher on 
authoritative parenting, the present study indicated that higher educated fathers used more 
nurturance and monitoring behaviors with their offspring than the less educated counterparts. 
In contrast to the previous studies, the results of present study did not find a relation between 
mother's education and maternal nurturance, monitoring, and strictness behaviors. 
4 
I 
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Similar findings for the relations between paternal educational level and paternal 
behaviors were also revealed by the prospective revised structural model that father's 
educational level had an impact on paternal nurturance behavior, whereas mother's education 
did not. As expected, the present study showed that paternal educational level was associated 
both with paternal nurturance behaviors and with adolescent academic achievement for the 
father-son and &ther-daughter dyads which is also consistent with previous research 
(DeBaryshe et al., 1993; Lambom et al., 1991; Melby et al., 1996; Steinberg et al., 1992). 
For the mother-son and mother-daughter dyads, mother's educational level was not assodated 
with maternal nurturance behaviors, but positively related to son and daughter's academic 
achievement. One possible explanation for the difference in the relationship between mothers' 
and father's education and their respective nurturance behaviors is that mothers, as the 
primary caregivers, give their children more time and attention than fathers do. Level of 
education might influence mothers' parenting behaviors less than fathers' parenting behavior. 
Better educated fathers might be more knowledgeable of and motivated by their 
responsibilities towards their children which might influence their parenting behaviors than less 
educated Others. 
Parental education and children's academic achievement 
Similar to the findings of DeBaryshe, Patterson, & Capaldi (1993), Melby and Conger 
(1996) and Smith (1989), for both fathers and mothers at each of the three waves the 
correlations between parental educational level and children's school grade were significant. 
The results of the path analyses also indicated that both paternal and maternal educational 
levels were positively related to children's academic achievement in the father-son, father-
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daughter, mother-son and mother-daughter dyads. It might indicate that adolescents who 
view their mother and father as models have higher academic aspiration and perform better if 
the parent was well educated than if the parent was not (Smith, 1989). The findings might 
also reflect that well-educated parents can help with school work as well as the value they 
place on school performance and their encouragement of academic achievement, thus children 
of well-educated Others and mothers can have better academic achievement than their peers. 
Parental depression and parental behavior 
Similar to the findings of Conger et al. (1992), the correlational results showed that 
paternal depression was significantly related to paternal strictness behavior at Time 3. On the 
other hand, maternal depression was negatively related to Time 1 maternal monitoring and 
Time 2 maternal nurturance behaviors. Thus, this study revealed few but not consistent 
correlations between paternal depression and paternal strictness behavior and maternal 
depression and maternal nurturance and monitoring behaviors. In contrast to the findings of 
previous studies (Conger et al., 1992; Down^ & Coyne, 1990; Jouriles, Baring, & O'Leary, 
1988) which showed significant relationships between parental depression and parenting 
behaviors, the prospective path analytic findings in this study showed that parental depression 
was not a powerfiil predictor of parental behaviors. 
Parental marital happiness and parental behavior 
Consistent with the results of Conger, Conger, Elder, Lorenz, Simons, and Whitbeck 
(1992), the correlational results showed that the higher paternal marital happiness, the lower 
Time 1 paternal strictness behavior. Also, the higher paternal marital happiness, the higher 
Time 3 paternal nurturance behavior. This findings was consistent with Howes and 
i 
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Markman's (1989) findings that in face of marital distress, fathers may withdraw from their 
children and show less nurturance behaviors. No significant relationship was found between 
maternal marital happiness and any maternal behaviors at each time of measurement from the 
correlational findings. However, in contrast to the findings of Conger et al. (1992) which 
indicated mothers' marital conflict was inversely related to mothers' nurturant/involved 
parenting, the prospective longitudinal findings of present study found that maternal marital 
happiness had no effect on maternal nurturance behavior. This seems to be inconsistent with 
Belsky's (1984) determinants of parenting model, in which it is hypothesized that marital 
happiness would be positively related to parental nurturance behaviors. 
On the other hand, the prospective findings showed that maternal marital happiness 
was positively related to maternal monitoring behavior in the mother-son dyads. Consistent 
with Das Eiden, Teti, and Corns (199S), the prospective longitudinal path-analytic findings of 
the present study indicated significant negative relationships between marital happiness and 
paternal and maternal strianess behaviors in the father-son and mother-son dyads. The 
negative relationships between parental marital happiness and parental strictness behaviors 
revealed the "spillover" concept in the marital research (Engfer, 1988; Easterbrooks & Emde, 
1988). Repetti (1987) defined '^ spillover" as the direct transfer of mood, effect, or behavior 
from one setting to another. The process involves the expression in one system (e.g., the 
parent-child dyad) of feeling that were engendered in another system (e.g. the marital 
relation). Thus, positive marital relationship quality is thought to be related to positive parent-
child relationship; whereas negative marital relationship quality is thought to be associated 
with negative parent-child relationship. The present prospective results support the spillover 
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hypothesis by demonstrating that parental marital happiness was negatively related to parental 
strictness behavior. 
In addition, parents who experienced more marital conflict had more strictness 
behaviors with their adolescent sons than their adolescent daughters. Thus, it seems that sons 
are more vulnerable to stressful &mily relations than daughters. This findings is consonant 
with previous studies (Dadds, 1987; Emery, 1988) that marital conflict had a greater effect on 
boys than on girls. This gender difference may be an interesting topic for the future research. 
The absence of supporting evidence for a path leading fi-om marital happiness to the 
parenting behaviors to children's academic achievement may be interpreted by reference to 
Grych and Fincham's (1993) indication that appraisals of marital conflicts are affected by their 
contents, intensities, and causes, and that the meaning of such conflicts to children is an 
important determinant of their impaa. One possible explanation is that the adolescent 
subjects in the present study were more capable than younger children would be to figure out 
when they are not the cause of their parents' marital unhappiness, and, thus, would be less 
likely to blame themselves, thereby decreasing the negative influence of a conflictual marital 
relationship on their academic achievement. 
The impact of parental behaviors on children's developmental outcomes 
In general, both paternal and maternal nurturance behaviors were positively related to 
children's academic orientation, self-esteem and social adjustment. This correlational finding 
has been found in most of the literature in parenting and children's developmental outcomes 
(Maccoby & Martin, 1983; Peterson & Rollins, 1987; Rollins & Thomas, 1979). Parents who 
use more warm, loving behaviors have offspring who are more academically oriented and who 
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have high self-esteem. For both paternal and maternal monitoring behaviors, the results also 
showed positive impact on children's academic orientation and self-esteem. Both paternal and 
maternal strictness behaviors had negative impact on children's self-esteem at each of the 
waves, and on children's academic orientation at Time 2. 
The prospective longitudinal findings indicated that the relation between parental 
behaviors and children's academic performance is consistent, in part, with findings by previous 
researchers regarding the important role that authoritative parenting behaviors and parental 
nurturance have on children's academic achievement (Lambom et al., 1991; Melby, 1993; 
Melby & Conger, 1996; Steinberg et al., 1989; Steinberg et al., 1991; Steinberg et al., 1992). 
However, the findings of present study showed that nurturant parenting does not directly 
afifect children's academic achievement, but indirectly through children's academic orientation. 
Although the effect of parental nurturance on children's academic achievement is indirect, 
mediated through children's academic orientation, these findings are still consistent with 
Baumrind's (1971, 1973) claim that the authoritative parenting style characterized by parental 
nurturance and warmth in parent-child relations leads to several positive developmental 
outcomes in children. 
The prospective findings also showed that parental nurturance behaviors have more 
effects on daughters than on sons in terms of children's self-esteem. Besides, paternal 
depression was negatively related to daughter's self-esteem, but not to sons' self-esteem. 
Consistent with Amato's (1986) findings that marital confiia was negatively associated with 
self-esteem among elementary school girls but not among elementary school boys. Maternal 
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marital happiness was positively assodated with daughter's self-esteem, but not with sons' 
self-esteem in the present study. 
The mediating impact of children's attributes on academic achievement 
Consistent with the findings of DeBaryshe et al. (1993), Eccles and Midgl^ (1989), 
and Steinberg et al. (1989), it appears that children's academic orientation holds the most 
promise for psychological interventions designed to enhance academic achievement in school. 
The present study provided evidence that academic orientation had a positive influence on 
academic performance in subsequent years. 
The findings concerning academic orientation as a mediator in the relation between 
parental behavior and academic performance is especially interesting in consideration of 
controversies over the commonly accepted contribution of self-esteem to children's academic 
achievement. Although there was a positive correlation between children's self^eem and 
academic achievement, the prospective longitudinal findings in the present study showed that 
the relation between children's self-esteem and school performance was not direct. Similar to 
the results by Steinberg et al. (1989), children's self-esteem was not a mediating variable in 
the relation between parental nurturance behaviors and the children's academic achievement in 
the &ther-son and mother-son dyads. However, a mediating effea for children's self-esteem 
was found in &ther-daughter and mother-daughter dyads. 
Implications 
The findings of the present study underscore the importance of the family as a context 
for human development (Bronfenbrenner, 1986). These results suggest that as adolescents 
move fi-om one period to another, parents need to find appropriate ways to be involved with 
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and supportive of their children, let the children feel the warmth and nurturance parents need 
to provide at home. Those nurturing behaviors could stimulate the children's academic 
orientation and in turn contribute to successful academic performance at school. 
The prospective findings indicated that both paternal and maternal nurturance 
behaviors influenced children's academic achievement through children's academic 
orientation. Therefore, Others appear to play the same important roles as mothers do in their 
children's lives. How to encourage &thers to take more caring responsibilities as mothers do 
in order to enhance children's academic performance and self-esteem would be an valuable 
topic for the school counselors and the policy makers. 
Since school is the place where children perform academically, educators need to 
recognize the importance of the parent-child relationship. Schools should implement more 
conferences that promote parental behaviors that respond appropriately to the children's 
academic achievement and encourage positive interactions in the parent-child dyads to 
enhance future academic success. In addition, since parental educational level is an important 
influence on children's academic achievement, school teachers or counselors should provide 
special assistance to those students with less educated parents when they need help. 
The findings also showed the impact of school transition on adolescents' school 
performance; therefore, school teachers and counselors should pay more attention to new 
students to assist them in their school adjustment. Schools may implement a program which 
allow the older students help the newcomers to adjust and survive in their new learning 
environment fi'om their own experience and thus to enhance the newcomers' school 
performance. 
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The present study found gender differences in adolescents' self-esteem, academic 
orientation and academic achievement. Girls on average had lower self-esteem than boys; 
thus how to heighten girls' self-esteem in adolescence is an important issue for both parents 
and school personnel. On the other hand, boys have lower levels of academic orientation and 
lower academic performances than girls in the adolescence years. Thus, parents and school 
personnel should cooperate in helping and encouraging boys to enhance their academic 
orientation and their academic performance. 
Limitations of the Study and Suggestions for Future Research 
One limitation of present study is that the structural modeling procedures used in this 
study cannot automatically be equated with causal patterns in the real world. Two cautions 
need to be addressed when using structural equation models. First, the structural modeling in 
this study is based on correlational, not on experimentally manipulated data. Second, the 
structural equation data provide support for the hypothesized model; they do not provide 
unambiguous proof that the hypothesized model is the only valid one. 
A second limitation of this study is that the information was based on self reports and 
some of the data relied on a single reporter. For future research, multiple methods should be 
used in the data collection such as an observation by the third party. In addition, the use of 
multiple informants in the data analyses could reduce the risk of having inflated path 
coefficients as well as overestimate the relationship between two constructs (Bank, Dishion, 
Skinner, & Patterson, 1990). Future research should use multiple informants, for example, 
including both children's grade point average and standardized achievement test scores from 
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offidal school records as well as the self-report scores of school performance from child for 
the construct of academic achievement. 
Another limitation in this study is the sample characteristics. Most of the subjects in 
this study lived in rural areas of Iowa experiencing the 1980s farm crisis. The majority of the 
families were intact &niilies with two parents. Thus one should not generalize the results to 
the other groups. For example, one study of preschool parents indicated that rural parents, in 
comparison with urban parents, placed more importance on intellectual and emotional 
development (Coleman, Ganong, Clark, & Madsen, 1989). Thus, fijture research should be 
directed at comparing or contrasting these findings with other groups such as people living in 
urban area, or people from a different family structure (single parent families, step-parent 
&milies), or people from different ethnic backgrounds. 
Finally, the results of this study showed that only a modest proportion of variance in 
each construct was explained by the model. Therefore, there are some other variables that 
may impact adolescent academic achievement such as parental employment (Bogenschneider 
& Steinberg, 1992; Flanagan & Eccles, 1993), parental values (Luster, Rhoades, & Haas, 
1989), peer relationships, and school environment. Thus, future research needs to consider 
other explanatory factors and alternative measuring instruments for examining parental 
influence and children's academic achievement. 
Conclusion 
How the family influences children's academic achievement was the major interest of 
the present study. By using both social address and family process paradigms in the research, 
the results indicated that both parental educational level and parenting behaviors contributed 
ii! 
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to children's academic achievement directly or indirectly. Especially father's educational level 
had direct and indirect effects on sons' as well as on daughters' academic achievement. 
Parental nurturance behaviors influenced children's academic performance through children's 
academic orientation. Children's academic orientation played an important role in enhancing 
children's academic achievement at school. 
Even though there is a general assumption that parental influence wanes as children 
age, the present study showed that parents continue to have influence on children's academic 
performance through the adolescent years. The prospective longitudinal design of the present 
study provides strong evidence that parental nurturance behaviors lead to better academic 
achievement through children's academic orientation. 
Overall, the results of present study indicate that an integrated research paradigm can 
help researchers understand the interaction among various family factors and their influence 
on children. Both family status and &mily processes are equally important in understanding 
family and child development. 
141 
APPENDIX A 
PARENTAL DEPRESSION QUESTIONNAIRE 
This series of questions ask about your filings and thoughts during the last month. 
The best approach is to answer each question &irly quickly to indicate what seems like a 
reasonable estimate. Choose one number from one to seven which reflects how you felt. 
During the last month, how often did you... 
Never 
Some­
times 
Very 
Often 
1. Lack enthusiasm for doing anything? 1 2 3 4 5 6 7 
2. Have a poor appetite? 1 2 3 4 5 6 7 
3. Feel lonely? 1 2 3 4 5 6 7 
4. Feel bored or have little interest in doing things? 1 2 3 4 5 6 7 
5. Have trouble getting to sleep or staying asleep? 1 2 3 4 5 6 7 
6. Cry easily or feel like crying? 1 2 3 4 5 6 7 
7. Feel downhearted or blue? 1 2 3 4 5 6 7 
8. Feel low in energy or slowed down? 1 2 3 4 5 6 7 
9. Feel hopeless about the future? 1 2 3 4 5 6 7 
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APPENDIX B 
MARITAL RELATIONSHIP QUESTIONNAIRE 
1. The number on the following lines represent different degrees of happiness in your marital 
relationship. Please circle the number which best describes your degree of happiness, all 
things considered, with your marital relationship. 
0 1 2 3 4 5 6 
Extremely Fairly A Little Happy Very Extremely Perfect 
Unhappy Unhappy Unhappy Happy Happy Happy 
2. Now would you think about how your wife (husband) feels about your relationship and 
answer this same question? 
Circle the number which you feel best describes your wife's (husband's) degree of 
happiness, all things considered, with marital relationship. 
0 1 2 3 4 5 6 
Extremely Fairly A Little Happy Very Extremely Perfect 
Unhappy Unhappy Unhappy Happy Happy Happy 
3. Sometimes couples experience serious problems in their marriage and have thoughts of 
ending their marriage. Please circle the answer that best describes your experience. 
1 = Never 
2 = Yes, prior to the last 3 years 
3 = Yes, within the last 3 years 
4 = Yes, within the last 3 months 
a. Even people who get along quite well with their spouse sometimes wonder whether 
their marriage is working out. Have you ever thought your marriage might be in 
trouble? 
b. Has the thought of getting a divorce or separation crossed your mind? 
c. Have you discussed divorce or separation from your spouse with a close friend? 
d. Have you or your wife ever seriously suggested the idea of divorce? 
e. Did you and your wife talk about consulting an attorney about a possible divorce or 
separation? 
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APPENDIX C 
PARENTAL EDUCATION QUESTIONNAIRE 
What is the highest grade of regular school you completed? 
Years if less than 8th grade 
09 = 9th grade 
10= 10th grade 
11= 11th grade 
12 = High school graduate (GED or equivalent) 
13=1 year college, vocational or technical school 
14 = 2 years college, vocational or technical school 
15=3 years college, vocational or technical school 
16= Bachelor degree 
17= Some graduate work 
18 = Master degree or equivalent 
20 = PhJ)., M.D., J.D., D JD.S. or equivalent 
i) 
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APPENDK D 
PARENTAL BEHAVIOR QUESTIONNAIRE 
Please read each of the following statements and use the choice that best describes the way 
your mother (father), in general, has acted toward you during the last year. In rating the 
statements, use the following choices: 
1 = Never 
2 = Seldom 
3 = Sometimes 
4 = Often 
5 = Very often 
In the last year how often did your mother (father)... 
1. Let you know you were appreciated, loved and respected? 
2. Say nice things to you? 
3. Enforce a rule or not enforce a rule depending upon her (his) mood? 
4. Want to know exactly where you were and what you were doing? 
5. Make her (his) whole life center around you? 
6. Threaten punishment more often than she used it? 
7. Nag you ^out little things? 
8. Feel proud of the things you did? 
9. Scold you for disob^ring or misbehaving? 
10. Provide supervision and check up on you? 
IL Take an interest in where you were going and who you were with? 
12. Listen to your ideas and opinions? 
13. Get angry and tell at you? 
14. Punish you by grounding you or sending you to your room? 
15. Punish you physically (spank, slap, etc.) 
16. Tell others about the good things you did? 
17. Tell you what time to be home when you went out? 
18. Show interest in what you were learning at school? 
19. Give you a lot of care and attention? 
20. Only keep rules when she (he) wants to? 
21. Punish you for doing something one day, but on a different day not punish you for 
the same thing? 
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APPENDIX E 
CHILDREN'S SELF-ESTEEM QUESTIONNAIRE 
Please read each statement and circle the number which indicates how much you agree 
disagree. Your choices are: 
1 = Strongly disagree 
2 = Disagree 
3 = Agree 
4 = Strongly agree 
9 = No response 
1. On the whole, I am satisfied with myself. 
2. At times I think I am no good at all. 
3. I feel that I have a number of good qualities. 
4. I am able to do things as well as most other people. 
5. I feel I do not have much to be proud of 
6. I certainly feel useless at times. 
7. I feel that I am a person of worth, at least on an equal plane with others. 
8. I wish I could have more respect for myself 
9. All in all, I am inclined to feel that I am a failure. 
10. I take a positive attitude toward myself 
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